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SU181ARY 
The underlying premise of the research is that the social structure of 
university departments heavily determines the university experience of 
their members. There have, however, been very few empirically based 
investigations of the overall social structure of a university department. 
A study was conducted of the English Department of the Free University, 
Berlin. It combined three sets of considerations: 
1. socio-historical 
2. from role theory 
3. from the sociology of organisations. 
Against an assessment of the socio-historical constraints on the University, 
the academic discipline and the Department, the situation of the main status 
groups in the Department was examined - from freshmen to professors - but 
also populations which were just entering or had just left the Department, 
i. e. school leavers and recent graduates. A lattice of eighteen cross- 
sectional and longitudinal surveys was used. The data collection was by 
questionnaire, interview, extensive on-site observation and documentary 
analysis. A set of organisational properties was applied to the findings 
to determine the institutional efficacy of the Department. 
On the strength of these operations the condition of the Department is 
diagnosed as pathological. Beyond illustration of the manifold symptoms, 
attention is drawn to the cleft between the hidden curriculum of the Depart- 
ment and the ostensible goals of academic effort. While conclusions are 
drawn about current developments in German universities, the case is seen 
as a demonstration of the threat of "departmentalism" in the university at 
large. Finally, a proposal is made suggesting the extension of institutional 
research in universities to help forestall the phenomena shown in the study. 
+( 
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I 
THE ANALYSIS OF UNIVERSITY DEPARTMENTS 
1. A social perspective 
The social structure of schools and universities crucially affects the 
quality and quantity of education these can provide: the most modern 
curricula, teaching media and tochniques will, for example, be useless, 
if they do not meet basic requirements and wishes of staff and students. 
Yet there appears to have been little empirically substantiated research 
into schools and universities as integral social systems1 - particularly 
this side of the Atlantic. Caplow and McGee's dictum in 1958 that "A 
university is an institution which applies systematic research to almost 
everything under the sun - except itself" has been quoted until it is 
threadbare. A similar statement was made even earlier by Tellenbaeh of 
German universities: "It is remarkable how little German universities 
know about themselves and how little research they do into their own 
performance. " Both were quoted by Anger in 1960,2 but - for all the 
plethora of reform proposals and frantic restructuring of German univer- 
sities in the last few years - the relevance of these remarks remains. 
Indeed, recently a statement of the same kind has been made on good 
authority about British universities. 
3 
Whether education budgets are being expanded or reduced, it would seem 
prudent to remedy such a situation. A twofold danger is otherwise 
apparent of resources being channelled on the one hand into existing 
institutions without their structure being adequately scrutinized, and 
on the other into new institutions - e. g. new universities - whose 
structure will inevitably be based more on prima facie assumption than 
on systematic research. 
2. Choice of the research topio 
To understand better the functions Fand mechanisms of universities, the 
university department is in many ways the most appropriate unit to 
investigate. During the research for this thesis, Drossel, Johnson and 
7 
Marcus published what is apparently the first full scale book on the 
analysis of university departments. In it Dressel writes: 
The department is the key unit for the academic, as is reflected 
in its many missions, which include the following: instruction and 
advising of undergraduate majors; instruction of undergraduate 
non-majors; instruction of graduate students; postdoctoral fellow- 
ships; advising or consulting with professors from other disciplines; 
basic research; applied research (practical, problem-oriented); 
promoting the discipline within the university (course requirements, 
resources, acquiring majors); promoting departmental views and 
interests in the college and the university; promoting the discipline 
and profession nationally; exploring interfaces of the disciplines; 
promoting career development of junior staff; attaining national 
recognition for the department; consultation services to business 
and industry; consultation services to governmental units; provision 
of scholarly and congenial environment in which to work; and 
provision of a socia}ý and recreational network for those affiliated"' 
with the department. 
A second reason for the choice of the topic was that, despite its key 
position, the university department has largely been neglected by research 
into higher education. 
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A third reason was more fortuitous. The author, an English sociologist, 
had worked in the English Department of the Free University, Berlin, from 
1966 to 1968 as a visiting lector. In 1967, when the research was 
conceived, the Department was already in incipient crisis. The impact 
of a forthcoming new University Law? -a law in itself symptomatically 
not based on systematic academic research - was likely to reveal much 
about the workings of the Department and to provide knowledge on problems 
of implementing university reforms. The department chosen for this project 
had, after a period of prolonged quiet, just been forcibly occupied by 
students when the research started, and was under the threat of a student 
strike as the main data oollootion ended. 
In view of the unusually favourable position of the author and the explo- 
8ive state of the Department, 
8 
it seemed sensible to concentrate on this 
one institution and,, provide a case study of a university department. 
9 
There is apparently no such study in the literature on German higher 
education, 
8 
j. The aims of the research S 
The majority of studies of colleges and university departments concentrate 
on a single dimension or part of the institution. This approach has 
obvious advantages, but also limitations. By definition, dimensions and 
parts of institutions are interdependent on each other - as they are 
also on factors outside the institution. Even in small and highly 
formalised institutions these interdependencies - seen sociologically - 
are highly complex. So while the interdependence of institutional 
properties is an argument for studying social structure, the complexity 
of the interdependence sets limits to the feasibility of doing so. 
Even a Parsonian analysis of a university department presents huge problems, 
" -without really comprehending the whole of what may be accepted as social 
structure. 
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A non-controversial definition of social structure is in fact scarcely 
attainable. Udy points out that any definition of it must include an 
individual component, a group component, a morphological component, a 
systemic and a cultural component. He tries to reconcile various theoret- 
ical traditions by defining social structure as 'the totality of patterns 
of collective human phenomena that cannot be explained solely on the 
basis of human heredity and/or the non-human environment. "U A definition 
so largely reliant on negative demarcation verges on non-definition and 
begs many questions. 
Even when applied to a single organisation, such a wide ranging brief 
makes reduction of explanation to a single key hypothesis - which might 
or might not be substantiated in the case of this department - simplistic. 
Such a hypothesis would have to be very wide to draw in all the major 
elements of the social structure of an organisation. Even were it 
substantiated in detail, a monothetio explanation of a university depart- 
ment would probably have to be banal and have little generative value 
for the understanding of other departments, whereas a more differentiated 
exploration is more likely to catch patterns relevant elsewhere. 
A 
Despite the limits of a purely Paraoiiian approach, theýmoat useful 
sociological concept for tackling such an analysis of. social structure 
arguably remains that of role. One ,c ula. use concepts from role_theory_ 
(selection and self-selection, motivation, role expectations, anticipatory 
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socialisation, role performance, role-sets etc. ), and apply them to the 
major populations and groups within the department. However, to extend 
this perspective to the wider area of social structure, it would at the 
same time be necessary to apply a functionalist "corrective" by disting- 
uishing manifest and latent functions of individuals and groups in the 
Department. 12 
The introduction of the functionalist element called for an a priori 
positing of potential department functions, as questions would have to 
be asked to see what latent functions were being met. Here, though, 
complexity impedes a summary statement of the various potential functions 
of the different elements of the department examined in this research. 
Where a summary statement is possible is of assumptions underlying the 
-research as to what minimum properties a university department, as a 
whole, should possess for effective and efficient operation. 
13 The 
widely publicised "crisis on the campus" and the current chaos in German 
universities 
ý'4 
were grounds enough to consider what a university depart- 
ment should be doing, and how far the university department examined in 
Mis case study was actually doing it. 
We do not have a highly articulated, comprehensive theory of the social 
structure of organisations in general, let alone of university departments. 
It may for ever remain a sociologists' Holy Grail. What will be done here 
is to give a list of organisational properties which, taken as a whole, 
may offer a basis for assessing the quality of a university department. 
It will not do so in the sense that we can adequately quantify the 
properties listed, say what exact level of each of them is necessary for 
what degree of institutional performance. But it should do by identifying 
structural components that determine the operational quality of a univer- 
sity department. 
15 
1. Consensus on general values - i. e. societal or community values, 
and to some extent even 'ultimate values'. For example a degree of 
consensus as to the purposes of higher education, in particular of 
the university, and in important questions as varied as the relation- 
ship between science and ideology, science and politics, to the 
desirability of planning in education. Such consensus may be implicit 
%and only apparent in times of external threat, but its absence can 
produce chaos. 
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2. Consensus in perception of the situation - i. e. of environmental 
factors, constraints and resources. This may involve study of 
government reports and the work of consultative bodies, as well as 
consideration of research - armchair or empirical - into higher 
education in general and into the state of the individual academic 
discipline(s) pursued by the department. 
3. Consensus on institutional goals, balance between these, and the 
setting of priorities where goals conflict. 
Some agreement will be necessary on the balance desired between 
teaching, research and service functions. And within these spheres: 
on the extent to which teaching is to be directed to vocational aims, 
liberal studies or ethical goals. On the extent to which research is 
to be basic research, applied research, contract research, own 
research, consortium research, primary research, secondary research 
or replicatory research. As to the services to be offered to whom 
(to industry, commerce, government, professions, lay public etc). 
As to what concept(s) of the discipline is or are to be fostered. 
As to what the discipline is to include and exclude. As to what 
interfaces to explore with what other disciplines and institutions. 
To what position within the university and within the discipline is 
the department to aspire? How is it to distinguish itself from other 
departments? What substantive overlap should there be? Ylhat division 
of labour with what other institutions in and outside the university? 
What cooperation with what other institutions? 
Institutional policies for the attainment of goals, whereby the 
policies of course need to be consistent not only with the goals 
adopted but the values and perceptions on which these are based. 
5. 
-Agrgement on criteria for assessing, the attainment of goals - e. g. 
for determining success or failure in the department's teaching, 
research and service functions. 
b. The size of the department must be appropriate to the implementation 
of department policies and the attainment of institutional goals - 
i. e. not large to the point of crippling unwieldiness nor so small 
that a sufficient distribution öf functions is prevented. An 
11 
institution may consciously work for the maintenance or achievement 
of a desired size, the latter at a desired rate of growth or 
contraction. 
7. A hierarchy of functions and persons sufficient to provide 
coordination of subsystems without throttling autonomy of management 
and the exercise of expertise. Spans of control should be the object 
of considered policy. Clear assignment and distribution of 
responsibilities and lists of these will be needed. Groups and 
committees should be of a number and size appropriate to their 
functioning. 
8. Leadership is necessary as a corrective to centrifugal forces, as a 
means of institutional initiative and as a "significant other" refer- 
enoe person or group on whom behaviour is at least partly modelled. 
Style of leadership should be such as to foster initiative rather 
than prevent it. Conscious selection criteria and a reflected selection 
process are necessary for the choice of leaders. It may, for example, 
be thought that the headship of a department should be open to senior 
lecturers and tenable for a limited cycle, whereby adequate provisions 
will have to be made for transfer of office and continuity. 
9. The articulation of necessary functions - i. e. not just vertically 
as part of a hiierarchy, but laterally, and of functions which derive 
from the goals and policies of the department where expertise may 
thought to be beneficial. In the case of university departments, such 
functions will involve expertise in such fields as student admissions; 
academic counselling; vocational counselling; planning, coordinatign 
and evaluation of syllabi and courses from freshman to postgraduate 
level; research policy; staff-training; individual: aspects- of the 
academic discipline; information flow; library policy; teaching tech- 
niquos; educational technology; financial and resource budgeting; 
public relations. Here, too, a clear distribution of responsibility 
is necessary, and decision as to which specialist functions can best 
be provided on a full-time or part-time basis, and which totally or 
in part by external agencies such as a-university admissions office, 
appointments board etc, 
12 
10. Participation. Clearly a balance has to be struck between the advant- 
ages of specialisation and of everyone doing everything. A degree 
of participation is necessary if all members of the department are 
to be motivated to contribute to its work. In Pielden and Lockwood's 
phrase: "initiative and responsibility should be devolved as close as 
possible to the point of action'. 
3.6 
11. The informal structure and department climate must be conducive to 
the attainment of department goals. They may be so by meeting social 
and recreational needs that the formal structure cannot, and by 
creating affective ties to the institution and its values. Dressol 
includes the provision of a scholarly and congenial environment in 
the "missions" of the department. Measures involved may include the 
adequate provision of meeting and recreation facilities for staff and 
students, refreshment facilities, subsidies for informal group 
activities, invitation of guest speakers, support for a department 
club. 
12. A single coherent management system for administration of the depart- 
ment and its sub-systems, for the coordination and implementation of 
short-term,, medium-term and long-term policies. In cooperation with 
outside agencies, techniques. from systems analysis should be used. 
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The management system should ensure appropriate length decision 
chains and evenness of administration across the different spheres 
of activity in the department. 
13. Recruitment training and counselling are necessary for all status 
groups in the department from freshmen to professors. Selection 
criteria and procedures, initial and recurrent training, as, of course, 
counselling, should meet the specific needs of the status group con- 
Ccrncd. 
1lß. Rules and regulations are necessary to ensure minimum role performance 
and depersonalisation of office. In excess, rules and regulations 
demotivate; they must be such as to find active or tacit support of 
at least a majority of members. 
15. Rewards and sanctions are required to the extent that intrinsic 
motivation or extra-departmental sources of extrinsic motivation 
are insufficient to provide the desired standard or type of role 
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performance. Some recognition of seniority in the distribution of 
rewards may be necessary to energise the less able, but must not be, 
so great as to discourage the young and the able. 
16. Communication. Internal communications (amongst staff, amongst 
students, between staff and students) and external ones 
(with deans, 
other departments, university agencies such as computing units and 
finance committees, public institutions and possibly a lay public) 
are crucial for informed policy and action. Transparency of decision- 
making, the exchange of ideas and information both upwards and down- 
wards through status groups, and laterally across them, should be 
objectives of a communication policy involving the planned use of 
media, notice boards, prospectuses and information sheets. 
17. Institutional research into the structure and sub-structures of the 
department should ., 
Frovide "a regular and open cycle of review"18 of 
the organisation. Necessary data must be collected and processed as 
part of a management information system. 
While properties are listed here, the level to which they should be 
attained is not specified. So to dismiss such a framework of criteria 
as utopian is unwarranted. Furthermore, the list could undoubtedly be 
considerably refined and extended. It could be complemented by properties 
and criteria external to the social structure of the department, e. g. the 
department's position on an external 'league table' 'a la Cartter scale 
19 
or a plotting of the subsequent careers of its graduates. 
The list is essentially a set of value-laden premises offering primary 
criteria for assessing the quality of a department, but more needs to be 
Said about observing the degree to vih ich they are met - as individual 
elements and in sum total. One could write a thesis on measurement problems 
involved by any one of the seventeen properties listed. One could also do 
so on the application of these seventeen criteria to any one of the ten 
or so main institutional status groups examined in this thesis. Both are 
beyond the scope of the research. i7hat we may be able to show, on the 
basis of a systematic and detailed descriptive analysis of a university 
department, is whether these properties are fulfilled sufficiently to 
achieve efficacy and efficiency in the department concerned as measured " 
against its own goals or those we ourselves consider appropriate.. 
a 
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Here the research worker needs to admit his own value judgements under- 
lying the research. In the literature on institutional theory there is 
often a more or less implicit plea for institutional balance - just as 
in normative psychology there is often a more or less implicit plea for 
individual balance or "adjustment". This institutional balance is of two 
sorts. One - often couched in terms of a balance between adaptability and 
durability, between flexibility and stability - is ultimately a political 
plea for a balance between conservatism and radicalism. The second type 
is a second-order type derived from the first: to attain such a balance 
the institution must achieve an equilibrium between such properties as 
consensus and dissent, uniformity and diversity, personalisation and 
depersonalisation, extraversion and introversion, under-organisation and 
over-organisation. This 'second-order balance' in practice amounts to 
attaining a balance between many of the - partly competing - properties 
listed above, for example between participation and leadership. 
The author subscribes to the necessity of achieving a political balance 
between conservatism and radicalism in institutions (which need not be 
identical to the political balance achieved in society as a whole) and 
to the need in institutions to attain what may be loosely termed an even 
spread of the properties listed above. In view of the immense difficulties, 
on the one hand, of quantifying the properties, weighting them and specify- 
ing the desired point of balance and, on the other, the state of university 
education shown in this research, he considers himself justified in 
applying, faute de mieux, a relatively crude set of criteria to a relat- 
ively detailed and systematic observation of what actually goes on in a 
university department. The social and educational deficiencies and needs 
of university departments appear too great and are too determined by 
institutional factors for us to wait too long for a more perfect instrument- 
arium, or to concentrate so much on isolated, individual aspects of 
departments as has been the practice in most empirically based research 
into higher education in the past. 
In summary, then: the immediate aim-of the research was to apply a 
sociological approach to the structure of a university department, bringing 
the findings into a conceptual whole. At the least, the prospect was of 
producing a rredominantly descriptive study similar in style to Boys in ', 
White. 20 MLile Boys in White made no major contribution to sociological 
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theory, it sensitized: gave the feel of American campus life to outsiders, 
and probably heightened awareness of the need for systematic field study 
of educational institutions. 
Secondly, it was possible the research would reveal the existence and causes 
of inefficiency and ineffectiveness to such an extent as to serve as a 
basis for practical reforms in this and other departments. In this case 
the research would also be fulfilling aims of institutional research: 
The basic purpose of institutional research is to probe deeply into 
the workings of an institution for evidence of weaknesses and flaws 
which interfere with the attainment of its purposes or which utilize 
an undue amount of its resources in so doing. In the search for flaws, 
no function, individual, or unit should be regarded as off limits. 
In the process of searching, evidence of effective and perhaps 
excellent functioning can and should be produced, but perfection 
is unlikely to be found and improvement is always possible. Studies 
which overemphasize the positive are not conducive to improvement 
and may encourage such pervasive satisfaction and complacency that 
deterioration results from the suspension of self-criticism. 21 
In fact it was clear from the start of the research that the department 
chosen for this study was disoriented and disturbed. This raised the 
question as to whether the research would not show more of the pathology 
of a university department than of the normal operation of departments. 
The author was, however, concerned to avoid premature type casting by 
setting out a priori to provide a pathology, a procedure which could both 
have distorted the data collection and increased resistance to the findings. 
The question as to whether and how far the findings constitute the pathology 
of a university department will be taken up in the final chapter. 
A third purpose would be to contribute towards a taxonomy of university 
departments by using this case study as a touchstone. 
A fourth was to justify by the results a style of research which could be 
usefully applied to other departments and educational institutions, to 
help make planned educational innovation based on systematic research an 
integral part of such institutions. 
l. A review of existing research in this field 
The largest surveys of research into higher education shoat both the need 
- for analysis of university departments and the relative lack of such work 
16 
so far. 
22 The author was unable to find a study of a university department 
which met the conditions set out above, i. e. that it be directed at the-, 
social structure of a department as a whole and be based on systematic 
fieldwork covering all major populations. The nearest studies have tended 
to armchair reasoning and to concentrate on one or tvrq very limited aspects 
of a university department's activities. Some have taken isolated dimensions, 
for example the normative/utilitarian character of departments. 
23 Most 
have neglected major populations within the department; the majority are 
research into the situation of students alone, or where staff-student 
relations are studied, this itself is approached as an isolated phenomenon. 
Most have relied excessively, or exclusively, on one or two research tech- 
niques. The need for such research to entail a sociological interpretation 
of the academic subject itself being studied in the department has been 
Ignored. 24 
Boys in Ihite, although an important pioneering study, exemplifies all 
these limitations. The fieldwork did not cover all main populations of 
the medical college; as the title implies, the staff figure only marginally 
and the sampling, with an overweighting of freshmen, was not representative. 
It missed major points of institutional input, such as the intake to the 
main part of the institution in Kansas City. It relied almost exclusively 
on interview material and, observation. The nebulous concept of "perspectives" 
on which it was based was not directed to producing an embracing analysis 
of the college's structure. 
The other study mainly referred to so far, Dressel and others' The Confid- 
ence Crisis, has other virtues and deficiencies. The authors used "exper- 
ienced university administrators" - whom they call "consultants" - in fact 
as research workers for the collection and initial evaluation of data. 
The basis on which these "consultants" were selected and crucial data 
about them are not given. The extent to which their contributions consisted 
of "subjective impressions" is not shown. Their vested interests as senior 
administrators were probably compounded by the fact that their respondents 
were also largely senior administrators. "Each consultant visited two 
universities, staying for four or five days in each". 
25 The dubiousness 
of such whistle-stop syndicate research is clear and makes assessment of 
the validity of the findings difficult. The findings themselves are oriented 
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more to administrative and institutional problems and attach more 
importance to the role of management and particularly leadership than 
is usual in European research into higher education. '7hile the work does 
not attempt a detailed structural portrayal or analysis of individual 
departments, it provides a multiplicity of findings about departments in 
general and an overall picture which can be usefully set against the 
findings of this research. 
The sociology of German higher education apparently provides no exception 
to this picture of existing research. It has barely probed below faculty 
level` to major subject level. In the few cases where it has, it has not 
reached to the individual university department as a social system, has 
tended to rely on administration of a single questionnaire and neglect 
on-site observation. The statistical analysis has been meagre and the use 
made of relevant techniques and findings from foreign sociological sources 
slight. 
26 
The German studies that appear closest to an analysis of the social 
structure of a university department are perhaps that of the School of 
Economics and Social Sciences at the University of Cologne and the study 
of a school of studies specialising in Chemistry at the University of 
Mainz. 27 But they, too, have broadly the same limitations. Both are directed' 
at the intermediate level between the department and the central university 
administration - namely at the 'Fachbereich' (school of studies) which in 
recent years has largely supplanted the former faculties. Both concentrate 
on very limited aspects of the social structure - the Cologne study on 
timetabling, and the Mainz study on time-budgeting. Neither attempts to 
incorporate a historical or sociological interpretation of. the academic 
discipline involved. Both use a narrow range of research instruments, 
forego the use of systematic on-site observation and rely solely on cross- 
sectional surveys. Although there is an unwarranted predominance of 
quantitative - at the expense of qualitative - data, the statistical 
analysis is alight. There is little use made of relevant work in the 
sociology of education, German or foreign. The recommendations made are 
generally obvious and could have been arrived at without the copious tables 
that the authors have constructed. The Cologne study neglects major popul- 
ational particularly the professors and. senior lecturers. For its-information 
la 
on students the Mainz study had to rely on a single brief time-budget 
questionnaire to a third of the students, and to which there was only 
a ca. 4 response rate. 
A number of reasons can be found for the research situation described in 
the preceding paragraphs: 
I. There is an understandable reluctance of institutions - as of individ- 
uals - to examine themselves critically. Motos and beams are more 
readily sought in the eyes of others. Paradoxically, this reluctance 
may be particularly high in institutions which pride themselves on 
having a critical function. Universities, precisely because they are - 
at least notionally - citadels of intellect, may tend to assume their 
operations are more intelligent than they actually are. This tendency 
is probably accentuated by the hallowed function of universities as 
custodians of a cultural heritage and by traditions of academic 
autonomy. Such obstacles operate also at departmental level: 
Departments would like to determine salaries, rank, and tenure; 
add and schedule courses as suits the staff; and use funds as 
the staff wishes with minimal accountability. Indeed, any out- 
side attempt to analyze departmental operations tends to be 
regarded as inappropriat to the professional character of the 
task and the personnel. 2° 
But attempts by relative insiders to analyse universities seem 
equally resented or oven more so, hence the difficulty of institutional 
research units in universities of gaining cooperation in data 
collection or in having their findings accepted. 
2. The informal elements of organisations that studies of social structure 
embrace are more tenaciously guarded than the formal. Indeed, it is 
part of the traditional academic ethic to espouse objectivity and 
minimize the subjective elements in academic work. Academics may there- 
fore tend to hide these from themselves and the outside world. 
3" The study of social structure ideally calls for a very wide range of 
expertise on the part of the research worker. It would include 
sociology, psychology, history, political science, possibly economics 
and statistics, and - in the case of a university department - 
educational theory and the discipline of the department concerned. 
It is not surprisin,, therefore, that the most relevant studies 
cited so far have been by teams of three or more - often highly 
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experienced - research workers. 
4. In the United States, where the field is more developed than in 
Europe, a largely artificial distinction between institutional 
research and the sociology of organisations appears to have arisen. 
For example, the seminal theory on the sociology of organisations is 
ignored in books on institutional research. There are indications 
that the barrier is augmented by differences in professional status. 
Institutional research seems to be generally conducted by non-sociol- 
ogists. It has its own professional association. 
29 The cleft in Germany 
has been accentuated by the embedded polarisation between theoretical 
and empirical approaches and the relative neglect of foreign research. 
ý. A description of the pro eot 
As stated earlier, the author had worked from 1966 to 1968 as a lector 
in the English Department. This situation was used to try to diminish a 
olassicial dilemma of the social scientist in the field: that of inter- 
acting with his research object and his respondents sufficiently to know 
them better than a stranger, while remaining sufficiently detached to 
exploit the advantages of being an outsider. A lector in the Department 
is, in a sense, a guest, albeit a paid one. He was, in this particular 
department, neither fully accepted by the staff (the leotors generally 
not being invited to staff meetings), and, while students would frequently 
treat him as a third party in their conflicts with the staff, he was - by 
university status, if not by nationality and age - not one of them. On 
completion of his employment in the Department, a break of nine months to 
prepare the project at the University of Surrey served further to underline 
the author's detachment from the Department. It also motivated informants 
to tell him of their situation on his return. 
ý. 
Fieldwork was begun in April 1969 and, broadly speaking, completed in 
November 1970. In view of the complexity of, the project and the limited 
resources at hand, pilot studies for the numerous constituent parts of the 
research design were not feasible. A single pilot study for the whole 
project was also not feasible for the same reasons. Concepts and categories 
from previous research were sometimes used in individual aspects of the 
work, sometimes because of their inherent plausibility, sometimes. to 
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allow comparison with the findings of previous research and thus facilitate 
generalisation of the findings. The recommendations of various bodies 
connected with educational policy, both in Germany and abroad, were also 
influential in the choice of certain questions. 
A strategy was adopted of interconnecting longitudinal and cross-sectional 
surveys of main populations and groups in the department. The broad 
sociological concepts underlying the contents of the eighteen questionnaire, 
interview and observation schedule surveys conducted were social background, 
motivation, role expectations, anticipatory socialisation, role performance, 
role-set, and manifest and latent functions. Again because of the complexity 
of the under taking, a wide variety of research techniques were used. A 
network of open questions, closed questions, multiple choice questions and 
scales was constructed. Certain questions were put in identical form at a 
single point of time to all respondents. Other questions were repeated in 
identical form over a period of time to the same respondents to discover 
changes-in attitude and. patterns of behaviour, while still other questions 
were put only to specific respondents, e. g. exam candidates. The sampling 
fraction varied; some surveys were of total populations. The size of the 
samples ranged from 15 to 80, and response rates - in all save one survey - 
from ca. M%' to 100j"o'. Altogether some 220 members of the Department 
answered questionnaires, while the total number of respondents and inform- 
ants was probably between 300 and 400, 'in a department whose membership 
was variously put by official statistics at between about 380 and 650.30 
The fieldwork included the following: 
1. Interviews of one term's intake of school leavers in the month before 
they entered the Department. This cohort of university entrants wag 
then followed through, with questionnaire surveys for I4- years, past 
their freshman to their sophomore stage. 
2. Observation, with aQ schedule, of sessions from almost all the 
teaching courses in the Department, supplemented by questionnaires 
to the teachers and students concerned. 
3. Analysis of the Department's Interne diate Examination, based on a 
questionnaire survey, examination papers and interviews. 
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Z. Surveys of a cohort of entrants to the Final Examination; 
questionnaires administered to the same cohort immediately prior 
to and after their final examinations. 
5. A survey of the Department's academic staff (questionnaire survey) 
supplemented by interviews with non-academic staff. 
6. Questionnaire survey of student academic assistants. 
7. Analysis of student politicisation (questionnaire). 
8. Interview-based case studies of M. A. and doctoral candidates, 
9. Group interviews and questionnaire survey of a sample of recent 
graduates of the Department doing school teaching practice. 
10. Questionnaire survey of premature leavers. 
In addition, and simultaneous with the above, the following data collection 
was carried out. Extensive on-site observation and interviewing (the 
Department was visited on an average of one day in two for a full academic 
year, and informal contact maintained with all status groups from professors 
to freshmen). Tape-recorded key informant interviews and case studies. 
Recorded accounts of staff meetings. Attendance at assemblies and informal 
meetings of the student body and student political groups. Attendance at 
student counselling sessions and oral examinations. Unobtrusive observa- 
tion, e. g. of student desk graffiti. Systematic recording, over a year, 
of public notices, pamphlets, posters and wall slogans in the Department. 
Analysis of attendance at, and use of, the Department library, of use of 
building capacity, and of Departmental budgeting. Data collection from 
sub-groups in the Department, from the Department's records, and from the 
Berlin State Examination Board. Punched card data on all students in the 
Department (the ca. 100 columns of data collected from registration forms 
for the federal university statistics) was provided for three consecutive 
terms by arrangement with the Berlin Regional Statistics Office and the 
Free University Statistics Bureau. Local press coverage of the Department 
was recorded. 
The analysis entailed dovetailing the questionnaire and interview data 
with the data provided by the Free University Statistics Bureau and the 
Berlin Regional Statistics Office. The questionnaire and interview data 
from the surveys was transferred to hand-sort cards and processed. manually. 
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-'he Free University Statistics Bureau data was on counter-sort cards, 
but, for lack of staff in the Bureau, had also to be processed manually' 
by the author. The Berlin Regional Statistics Office data was processed 
electronically by the Computing Unit of the University of Surrey. 
It was hoped to use multi-variate analysis on all these catagories of 
data and explore the potential of multiple regression analysis for such 
a project. In effect it was found that the data did not allow this degree 
of quantitative sophistication. Most of the reasons for this were foreseen, 
but the extent of the limitations they collectively imposed was discovered 
only in the course of extensive bivariate analysis. They were: 
1. The populations sampled were usually small - as low as 15 and 
usually less than 35. An unclear response or non-response, or 
otherwise missing data (e. g. of a student who had eluded the 
official university statistics) could, in the process of 
variate analysis, rapidly leave one with cells too small for 
valid conclusions. At the same time a very uneven spread 
along one variable could make correlation with another impossible. 
2. Interview schedules and questionnaires could not - for lack 
of resources - be pre-tested, with consequent defects in some 
questions. 
3. The lack of studies in the sub-areas covered meant that many 
open questions were asked. The answers to these were often 
complex or composite, defying sufficiently precise or simple 
codin.. 
1+. Certain key data was not collected for tactical reasons. 
Personality, aptitude and intelligence testing were not 
possible. 
5. The necessary reliance on sampling year-groups and termly 
intakes introduced the vitiating variable of freak years. 
6. The experience within a university department to which a 
standard question referred could be objectively very different, 
as for example with the courses experienced by individual 
students over their whole undergraduate career. Responses 
could be reflecting more about the respondent than the phenom- 
enon on which he was supposedly reporting, without there 
being any chance of controlling the latter. 
7. Non-simultaneity of data collection: given the availability 
of only one interviewer, interviews within one survey had to 
be spread over a number of weeks. Questionnaires were sometimes 
returned after two or three months. This obstructed study of 
evanescent experiences. 
8. Responses (particularly in the case of school-leavers) were 
sometimes highly sensitive to probes - i. e. were malleable. 
Some responses raised doubts as to the extent to which there 
was a linear rationality underlying the attitudes and actions 
of the individual respondent. 
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9. The anticipated synchronisation of original data from the 
research with official university statistics on the Department 
was possible only to a limited extent, as will be explained 
in Chapter V. 
3.0. Presentation of data beyond aggregate level threatened to be 
too voluminous. 
6. Limitations on the project 
For two and a half years the project was conducted on a single postgraduate 
research scholarship, with research funds adequate to pay for a tape- 
recorder, but little else, and certainly not the extensive secretarial 
and clerical work involved. The entire fieldwork thus had to be carried 
out by a single research worker. This had the advantage that it could be 
done relatively unobtrusively, but more obvious disadvantages, in view 
of the unorthodoxly copious data collection and processing. There were not 
the resources to pre-test the questionnaires, not even to type and duplicate 
them efficiently, nor to process them rapidly, so that the findings from 
one could be used as feedback for the construction of the next. AU inter- 
views had to be conducted by the research worker himself. 
The original funding of the project, by the Social Science Research Council, 
was, from the start, limited to three years, so after two years efforts 
were made to obtain supplementary funds from German sources, independent 
of the Free University. At the same time approaches were made to the Free 
University for funds. Refusals by German research foundations to support 
the work, alvrays for formal reasons rather than on grounds of its substance, 
made interim support by the Free University in fact necessary. It, in 
practice, took five months for the Free University to provide this, despite 
continuous pressure on the President's Office. One difficulty was that 
the President's Office had no legal right to sponsor research, so that its 
cooperation had to take the circuitous form of a consultancy contract. 
Another difficulty was that in the President's Office the crises of the 
day were being allowed to obstruct thoughts for the morrow, so that pre- 
occupation with problems of the moment was preventing the actions and 
research needed to forestall the problems of the future. A further difficulty 
was an apparent lack of delegation in the President's Offices so that minor 
decisions and actions to do with this application had to await'the avail- 
ability of major office holders; these, in turn, sometimes had to await 
the availability of a secretary. After five months, funds were forthcoming 
ý'ý 
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from the Free University and a part-time research assistant who had been 
engaged to help with the processing and analysis stages of the project 
could be paid. 
Energetic and protracted efforts to obtain the remaining funds required 
from West German research foundations - some sixteen sources were approached - 
took nearly a year to produce results, and did so only with the aid of a 
West German politician and after an economics professor at the Free 
University had agreed to act as patron for the project. In this manner 
the Deutsche Forschungsgemeinschaft provided the funds which enabled the 
research to be completed. 
There were further restrictions in that while other institutes in and out- 
side the Free University (particularly the Statistical Bureau of the FU, 
the President's Office of the FU, the Berlin Regional Statistics Office 
and the State Examination Board) gave the full cooperation requested, 
this was not the case with the English Department. The cooperation of indiv- 
idual members of the Department was generally good (evidence the high 
response rates obtained and the wealth of information volunteered), 
Cooperation from the Department at an official level was mixed. On the 
one hand, considerable trouble was taken by two staff delegates to meet 
requests for information put by the author, and there was some further co- 
operation besides. On the other, there were serious obstructions, despite 
professional assurances of confidentiality and anonymity. The author's 
requests to be allowed to observe staff meetings, and to see official 
protocols of these two years later were refused, as was a request, at a 
strategic moment of the research, tobe given a list of students attempting 
a part of the Intermediate Exam. »ireet study - after a similar period - 
of the official correspondence of the Department was also refused, In each 
case, the research worker asked the Department whether the refusals were 
based on misgivings as to his person or to the nature of the project, and 
was officially assured that neither was the case. 
One might, in faot, postulate four types of possible response to a sooiol- 
ogist conducting research into an institution; obstruction., suffranoe, ' 
reactive cooperation and active cooperation. An aphorism runs that a sooiol- 
ogist who meets with no resistance should start worrying. It is striking, 
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though,. that in a situation where a university, and particularly the 
department investigated, were in crisis, with apparently little or no 
immediate educational research on which to base their policy decisions, 
they could not meet the research worker with an initiative of their own. 
In explanation, a vice-president of the FU remarked to the author: 
"Institutions here the FU itself' are, you know, hard of hearing - part- 
icularly in a crisis" - the crisis referred to was a debate currently 
raging over the legality of certain courses in the German Department. A 
Director of the English Department, for his part, on being asked why he 
and his colleagues had never shown collectively - at best - more than 
reactive cooperation, replied, after a hesitant silence, "Resignation". 
An influential professor of English in West Germany wrote of "the imposs- 
ibility for a foreign sociologist to grasp the current state of affairs at 
a German university with the methods you are using. You must admit that if 
a German were to attempt a similar study of an English university, he 
would be met in England - to put it mildly - with head-shaking or peals of 
laughter". 
Notes to Chapter I 
This absence has been regularly noted in major review of existing 
research in the sociology of education; see, for instance, S. S. Booeoek's 
embracing survey, 'Towards a Sociology of Learning', in Sociology of 
Education, Vol. 39,1966, pp. 1-45) where she writes, "Unfortunately 
there have been - with several notable exceptions - relatively few 
systematic sociological efforts to specify and develop measures of 
the important system dimensions of the school. " (p. 18) "There are 
even fewer studies on the college level. " (p. 20). 
2 
T. Caplow and ß. J. McGee, The Academia Marketplace, New York, 1956, 
and G. Tellenbach, in the Preface to W. Killy, Studium Generale und 
studentisches Gemeinschaftsleben, Berlin 1952, quoted in H. Anger, 
Probleme der deutschen Universitaet, Tuebingen, 1960, p. 5. 
3 ".... there are few signs that British universities regard institutional 
research and evaluation as an essential element in their systems of 
organisation. " J. Fiolden and G. Lockwood, Planninai and blana!; ement in 
Universities, London, 1973, p" 37- 
4A 
consideration loss common than that referred to in footnote 1, 
but put forward by Sir E. Ashby in the Introduction to The Sociolojtcn1 
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Review Monograph No. Sociolo-ical Studies in British Universi 
Education, Keele, 1963: "... it is inevitable, however anxious we 
are to abolish frontiers-, between academic disciplines, that depart- 
ments will remain the most obvious and effective administrative units 
in civic universities, and will continue to be centres of decision- 
making". (p. 7) The same consideration is implicit in many statements 
about the university, for example the observation by H. Butterfiold 
on British universities that "the barrier between the History Faculty 
and the Modern Language Faculty has hindered the establishment of a 
serious school of Russian History in this country outside the special 
case of the School of Slavonic Studies". H. Butterfield, The Universities 
and Education Today, London, 1961, p. 49. 
5. P. L. Dressel, F. Craig Johnson, P. U. Marcus, The Confidence Crisis, San 
Francisco, 1970, p. 6. 
6. The point is taken up in section 14. of this chapter. 
7. Gesetz ueber die Universitaeten des Landes Berlin 7esetz 
, Berlin, 16th July, 1969. 
8. "Another limitation is that Riesman and Jencks have not studied an 
institution in crisis. The inner workings of institutions, like those 
of individual personalities, are best revealed when the whole system 
is under stress. " PN. Sanford, 'Higher Education as a Social Problem's 
in The American College, New York, 1962s p. 8. 
9. "In the study of organizations, as in the study of individual person- 
alities, the intensive investigation of the single case remains the 
best means of revealing the wholeness of the system in action. " 
N. Sanford, The American Collep; e, p. 7. 
10. The interdependence and complexity of institutional variables, together 
with limitations of a Parsonian approach are dealt with in R. riayntz, 
Soniologie der Organisation, Hamburg, 1963, p. 42; D. Lockwood, 'Some 
Remarks on 'The Social System', in British Journal of Sociology, 
Vol. 7,1956, pp. 134-146 and A. W. Gouldner 'Some Observations on 
Systematic Theory', in H. L. Zetterberg (Ed. 
), 
Sociology in the United 
States of America, Paris, 1956, pp. 34-42. 
11. S. H. Udy, Jnr., 'Social Structural Analysis', in International 
Encyclopedia of the Social Sciences, London, 196, p. 489. 
12. This approach to the social structure of a single institution would 
seem to be in miniature the perspective of Etzioni when he advocates the synthesis of the classical (or formal) school of organisational 
analysis and the human relations (or informal) one. A. Etzioni, Modern 
Or anizationa, New Jersey, 1964., pp. 41-49. 
13. The distinction between effectiveness and efficiency is based on JLEtzioni, Modern Organizations, p. 8: "The effectiveness of a: specific 
organization is determined by the degree to which it realises its 
goals. The efficiency of an org-anization is measured by the amount 
of resources used to produce a unit of output: ", . ý. 
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The literature on this is by now legion and comes from across the 
political spectrum, from S. Leibfried (Ed. ), Wider die Untertanen- 
fabrik, Cologne, 1967, to rr. Hennis, Die deutsche Unruhe, Hamburg, 
1969, and H. Schelsky, Abschied von der Hochschulpolitik oder Die 
Universitaet im Fadenkreuz des Versagens, Bielefeld, 1969. New popular 
expressions such as 'Hochschulmisere' and 'Muff der tausend Jahre' 
reflect the phenomenon. The shock of a foreign observer is recorded 
in IJ. J. Lasky, 'In the Margin: Letter from Berlin', Encounter, Vol. 37, 
September 1971; pp. 6tß. 66. 
15' This list is based on a number of studies in organisational theory, 
particularly the work of Etzioni and Parsons. It is also influenced 
by Fielden and, Lockrrood. 's Plannom d Management in Univorsities. 
The fact that the first properties listed originate from Etzioni's 
concept of 'consensus spheres' does not mean that the author is 
implicitly putting fortivard a one-sided "consensus model". 
16. J. Fielden and G. Lockrrood, Planning- and Management in Universities, 
P. 314. 
17' An example of this is outlined in 1.1,17. Neil, 'A Systems Approach to 
the Course Planning at the Open University', in A. J. Romiszosrsld (Ed. ), 
The Systems Approach to Education and Training, London, 1970, PP- 59- 
67. 
18. T. Fielden and G. Lociwood, Planning and Management in Universities. 
p. 3u+. 
19. 
A. M. Carttor, An Assessment of Quality in Graduate Education -A Comp- 
arative Studv of Graduate Departments-in-Twenty. -nine Academic 
Disciplines, 'r'ýashinJton, D. C., 1966. 
20' H. S. Beoker, B. Geer, E. C. Hughes and A. L. Strauss, Boys in SVhito. Chicago, 
1961. 
21, P. L. Dressel and Associates, Institutional Research in the University: 
A. Handbook, San Francisco, 1971., p. '23. 
22, G. G. Stern takes up repeated cries by Riesman on the prevailing lack 
of information about learning environments and institutions, adding, 
"An adequate taxonomy for the classification of [those] has not yet 
been developed, although it seems clear it will include such factors 
as (1) the need-press relationships of students and staff, (2) levels 
of academic, intellectual and socioeconomic achievement, (3) patterns 
of administrative control and organisational structure, and (4. ) 
characteristics of the academic plant and related facilities". 
G. G. Stern, 'Measuring Noncognitive Variables in Research on Teaching', 
in N. L. Gage, A Handbook of Research on Teaching Methods, Chicago, 1967, 
PP* 399-x+47, here p. 343. Reviews of research, all confirming the 
scarcity of work in this direction, can be found in MI. D. Shipman, 
Personal and Social Influences on the Work of a Teacher Training Colleges 
Ph. D. Thesis, London, 1966, pp. 10-16, K. A. Feldmann and T. I14dewcomb, 
Tho Impact of College on Students, San Francisco, 1969, especially 
Ch. 6, 'Major Field: Source of Diversity', and P. L. Dressel et al., 
The Confidence Crisis. pp. 241-248, 
28 
23. Z. F. Gamson, 'Utilitarian and Normative Orientations towards Education', 
in Sociology of Education, Vol. 39,1966, pp. L. 6-73, alternatively 
the framework of technical and moral goals in R. S. Vreeland and C. E. 
Bidwell, 'Classifying University Departments: An Approach to the 
Analysis of their Effects upon Undergraduates' Values and Attitudes', 
Sociolopy of Education, Vol. 39,1966, pp. 237-254. 
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im Studium. 
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as G. Kath, C. Oehler and R. Reichwein, Studienweg und Studienerfolg, 
Berlin, 1966; R. Mielitz, Die Situation der Studienanfaenger ie 
Philosophischen Fakultaet, Goettingen, 1967, and LL Jenne, 13. Krueger 
and U. Mueller-P1. antenberg, Student im Studium, Stuttgart, 1969. They 
similarly apply to L. V. Friedeburg et al., Freie Universitaet und 
politisches Potential der Studenten, Neuwied, 1966, though in being 
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from the others. 
27. P. Schiefer, D. T1. Busch, W. Raupen, C. Oehler, Studienplanung und Reality t. 
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29. The Association for Institutional Research. 
30. See Chapter V. 
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THE SOCIAL I1MITAGE OF TIC, FREE UNIVERSITY 
It ought to be a platitu. Ae: educational research divorced from consideration 
of the udder social context is perilous. If the substructures Td thin univer- 
city departments can be ill fitted into the laboratory framework of the 
controlled experiment, this is obviously at least as true of the department 
as a whole. One is forced to take account of the location of the depart- 
mont within its university, of the university mithin the education system, 
and of the societal position of the education system itself. The influences 
of each of these on the department prompt an initial gross typology of 
departments, in which departments are classified according to their degree 
of openness to various external constraints -a theme which will be taken 
up later. 
Though the department taken as a case study in this research is part of a 
young university only 25 years old, its structure and problems can be better 
understood by reversion to Humboldt's original 'Idea' of the university. 
The extent to which Humboldt's Idea and German history are intertwined 
should not bo under-estimated. The roots of the so-called 'deutsche Frage' - 
the divergence of German political development from that of other Western 
industrialised countries during the nineteenth century - were those of the 
Humboldtian Idea. In turn it can be argued that the Hunmboldtian Idea., with 
its implicitly unpolitical notion of freedom, was seminal to this development. 
The path well trodden by historians in their search for the sources of the, 
Hitlerfan holocaust frequently starts with the political abstinence of 
Luther. It follows the great catholic-protestant divide, ambiguously 
fostering loyalty on the one hand to local principality, on the other to 
a remote sprawling empire. Lack of German participation., philosophical or 
revolutionary, in the formation of the classical nation-state is registered; 
soy too, is the dynastic heritage of army and bureaucracy, the total const- 
ellation leaving eighteenth century Prussia what Plessnerýcalled "a major , 
power without a sense of nationhood"*' As such, its military might crumbled, 
before Napoleon, Humboldt developing his idea of the university in the 
shadow of Jena and /luerstedt. 
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Humboldt was, of course, like the military reformers, both a senior civil 
servant and a product of the intense intellectual activity that marked 
Prussian culture at the time. A pen-sketch of German philosophical idealism 
by Bertrand Russell reads like an appercu of the Humboldtian idea: 
The critique of Imo,. vledge, as a means of reaching philosophical 
conclusions, is emphasized by Rant and accepted by his followers. 
There is an emphasis upon mind as opposed to matter, which leads 
in the end to the assertion that only mind exists. There is a 
vehement rejection of utilitarian ethics in favour of systems 
which are held to be demonstrated by abstract philosophical 
arguments. There is a scholastic tone which is absent in the 
earlier French and English philosophers; Kant, Fichte and Hegel 
were university professors, addressing learned audiences, not 
gentlemen of leisure addressing amateurs. Although their effects 
were in part revolutionary, they themselves were not intentionally 
subversive; Fichte and Hegel were very definitely concerned in 
the defence of the State. z 
Schels1y has shown in detail the extent to which Humboldt's ideas were 
rooted in this movement and at the same time their strongly State-supportive 
nature. 
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Zn the event, the Humboldtian concept was to influence universities as no 
idea ever has before or since - and for longer. The tragedy is that in 
Germany it was allowed, without adequate refinement, so to outlive its 
historical context. Its very appropriateness to a period decades ahead of 
its conception - i. e. to Germany's impending industrial take-off4 - 
probably enhanced its subsequent longevity and mystique. A contention of 
this research is that the survival of the Humboldtian Idea, often in 
unadapted and corrupted form, became a serious obstacle to university 
reform - even to the reform of newly founded universities in Germany 150 
years after its genesis. 
As reference will be made at various stages of this study to the Humboldtian 
tradition and the practices pursued in its name, it may be of help to 
recall the essentials of his scheme: 
1. The key idea is of education through science (Bildung durch 'Wissen- 
schaft), whereby science is understood as philosophy5 and 'education' 
is really-liberal education, but with a strongly moral connotation. 
Scientific vrork is seen as the path to maximum insight and human perfection, 
The teacher thus assumes in part a priestly function. 
r 
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2. The universality of truth. Science as philosphy is essentially in 
the mind: it is 'pure' science, non-applied but also non-specialised. 
The professor and the student in their academic work - their scientific 
pursuit - are in search of the total synthesis of experience. To permit 
access to experience, the university has to be 'open' to the world. 
Academic activity is never complete in that new experience calls for 
new synthesis. The university's main dedication is thus to the search 
for truth, i. e. to research. 
3. Seclusion and freedom (Einsamkeit und Freiheit). The way to the insight 
and the moral perfection of the truly 'gebildeter Mensch' is by 
speculation rather than empiricism. And in the tradition of literary 
neo-humanism, it is ultimately individualistic. The individual achieves 
insight "durch und in sich" (by himself and in himself). To do so he 
needs freedom and a measure of seclusion. 
1*6 The unity of research and teaching, (Einheit von Forschung und Lehre). 
This derives from the concept of university education ('Bildung' as 
opposed to 'Erziehung) as being essentially the unconstrained search 
for truth. Teaching is viewed as a necessary part of this process 
rather than a one-way transmission of ]now1edge, the professor needing 
his students as much as they need him. Teaching and research are not 
merely complementary but symbiotic. 
5. Freedom to teach and freedom to learn (Lehrfreiheit und Lernfreiheit). 
The only form of community consistent with this view of education is 
one of unconstrained partnership, in which students are free in the 
choice of their learning and professors in that of their teaching. 
6. The university's relationship to the Stat©. Humboldt shared the idealist 
philosophers' view of the State, and identifies the ethic of the univ- 
ersity with that of the State. By its nature the State is bound to 
protect the university against vested interests. It is paradoxically 
by this dangerous identification that the academic autonomy of the 
university - i. e., of science not university administration - was to be 
preserved. Humboldt was not concerned to advocate the autonomy of the 
university in matters of administration - his view of the State precluded 
it. 
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If Ilumboldt's proposals for the university have lost their freshness for 
the modern reader, this is not so much for loss of relevance, rather that 
they have become, through reiteration, a set of general purpose cliches. 
The reiteration pays tribute to the centrality of the problems which Humboldt 
faced, and his originality in integrating them into a conceptual scheme. 
In a philosophical sense they will always be relevant to any university. 
Humboldt's more immediate impact in Germany in the early 19th century was 
due to the fact that he found, as Jan Szozepanski put it, "a new idoe force 
which could provide his nation with a foundation for restoration and new 
greatness". 
6 
This idea force was the potency of knowled6e - the potency to 
provide a creative elite armed with the instrumentarium of scientific method. 
It was this, too, which made for the influence of the German university in 
the Anglo-Saxon world. Mathew Arnold, after a tour of European universities 
in 1865, vrrote: 
Such ... is the system of the German universities, Lehrfreiheit 
and Lernfreiheit, liberty for the teacher and for the learner; 
and Wissenschaft, science, knowledge systematically pursued and 
prized for itself, are the fundamental ideas of that system. The 
French, with their ministerial programmes for superior instruction, 
and their ministerial authorisations required for anyone who wants 
to give a course of public lectures - authorisations which are by 
no means a matter of form - are naturally most struck with the 
liberty of the German universities, and it is in liberty that they 
have most need to borrow from them. To us, ministerial programmes 
and ministerial authorisations are unknown; Our university system 
is a routine, indeed, but it is our want of science, not our want 
of liberty, which makes it a routine. It is in science that we have 
most need to borrow from the German universities. The French university 
has no liberty, and the English universities have no science; the 
German universities have both. 7 
When Germany was to have its industrial rovolution this primacy of scientific 
approach allowed the technical advantages of belated industrialisation to 
be so dramatically exploited. Here, though, we are back to the fateful socio- 
historieal context of the Huraboldtian Idea. Humboldt's university, itself 
a conscious departure from the medieval scholastic guild system, was con- 
ceived in a profoundly authoritarian society, where genuine partnership 
between parsons of different social status was scarcely feasible. It was a 
society lacking a tradition of reli6ious non-oonformism. so important for 
the formation of an entrepreneurial apirit. Nor had it yet experienoed its 
industrial revolution. The rapidity of this, in Germany$ when it did ooma, 
and its high degree of centralism and cartel meant, as Adorno, Dahrondorf 
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and others have argued, 
8 
that it could bring no deep and widesproad infusion 
into German society of the entrepreneurial mentality. Enjoyment of the cut 
and thrust of dire competition and the willingness to expose oneself to the 
grit of life, or simply public scrutiny, did. not square easily with Humboldt's 
'Einsamkeit' and his views on the pursuit of knowledge. 
9 
The lack of a non-conformist tradition, the idealist heritage and a concept 
of State being above and separate from society were amongst the forces which 
led to the university in Germany being initiated, inaugurated and, to a 
degree unknown in Anglo-Saxon practice, administered by the State. Buffer 
institutions such as the University Grants Committee were unknown, as was 
the active enmeshment of the university with the diverse interests of its 
social and political environment. Thus paradoxically the universities, while 
not actually seeking a political role, were all too susceptible to being 
given one - or won over - by the State when it so wished. 
The rise and fall of the German university, from the foundation of the 
University of Berlin in 1809 through its apogee in the late nineteenth 
century to its debasement under fascism, is crucial for this researoh. 
10 
But the seeds of the interim are already so thickly sewn in what we have 
surveyed that the jump can be afforded to developments after 1945 and with 
them the foundation of the Free University in Berlin. 
In 1945 the German university, like all the society's other major institutions, 
was on its knees. Its teaching staff had been decimated and its tradition 
apparently discredited. But both the Allios - to the extent that they were 
not politically ambivalent- and the German public were, understandably if 
not inexcusably, so concerned with other more obviously-necossary, measures. 
of material and social recovery that the opportunity - rare in national 
institutions - to exploit a tabula rasa was missed. The woeful tale of the 
post-war German university has been extensively told elsewhere. 
11 
Meagre 
expenditure on education remained a feature of German society for the next 
25 years. 
12 The low priority this reflects is in part responsible for the 
striking failure for so long- to set up a central ministry of education, or 
to achieve a national education policy. National councils for education - 
the 'Bildungsratz and the ITF senschaftratl -wore set up only belatedly and 
then had, at least in part, a retarding rather than a progressive influence. 
13 
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The universities themselves have been rightly criticised for failing to 
take: the initiative in the vacuum. Apart from their also being viotimss -With 
other institutions, of general post-war dislocation, there are composite 
causes more peculiar to the university. Firstly, there is the tradition of 
the German university after 1800 to await change from outside rather than 
to seek it from Within: reforms tended to come by legislation or under the 
compelling jolt of major national upheaval. With the high prestige of the 
German university abroad and the social status of the professor at home, 
the exposure of 'Gleichschaltung' after 1945 must have had a traumatic effect. 
As Dahrendorf has shown, explanation of contemporary German society must 
have strong recourse to social psychology. 
34 The anomie disorientation of 
the university in Germany after 1945 would be a elgssieal reaction to trauma. 
As indeed would be the marod authoritarian patterns which continued to 
prevail despite - indeed partly because of - Allied pressure for 'reeducation' 
and its emphasis on formal democracy. Rigidification of existing behaviour 
patterns is, as was shown by Festingor and Katz, a standard response to 
trauma. 15 
Besides the concern with economic recovery, pro-occupation with East-West 
relations bemused public and politicans in the post-war years and the Adenauer 
era. Berlin, both rained capital and 'frontier torn', produced this situation 
in accentuated form. The foundation of the Free University in the American 
Sector of West Berlin in 194.8 was the outcome of a student-led protest 
against the encroachment of State ideology in the Humboldt University in 
East Berlin. The foundation occurred, like major departures before it, in 
the wake of national emergency - not only the aftermath of 19tß. 5, but more 
immediately the Cold liar crisis presented by the Berlin blocade. But despite 
the highly political circumstances of its origin, the Free University was 
mainly based on an anti-concept, rather than a positive and new one. In this 
it provided an ironical repetition of the splinter foundation of so many of 
the imodieval universities. In the early documents of the Free University (FU) 
there is repeated talk of "(Anti-)Kommunismus" and "(Anti-)Bolschewisierung". 
When one seeks a new invigorating principle, there is, amidst the mixed 
anxiety and euphoria of its founding fathers, precious little. 
It must be understood that the foundation took place undor difficult circum- 
stances and in the face of considerable scepticism. The University was from 
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the start confronted with major problems of staffing, buildings and finance, 
and faced with a large and rapidly expanding student intalco. In this situation 
the temptation - conscious or unconscious - to play safe is understandable. 
The PDeo University - the epithet is, in traditional terms, a pleonasm - 
betrays in the words and concepts of its Statut 
16 
a solidly traditional 
orientation. The Statute was composed by a group of staff and students. Its 
sole signatory was, by force of prevailing Allied lair, but in best Prussian 
tradition, the legal organ of the State - at that time the 'Magistrat von 
Gross-Berlin'. Its first two paragraphs give not a declaration of principle, 
but instead cover legal preliminaries, including the right, to hold a seal of 
office. 
17 
The objectives of the university are subsequently dealt with in a 
single sentence, heavily reminiscent of Humboldt: 
The task of the university, as a community of teachers and students, 
is to promote academia research and teaching, and to prepare young 
students for those professions for which an academic education is 
necessary and beneficial. 1 
The new institution followed closely the tradition of the German university, 
too, in its overall structure. It was to have a Rector, who had to be chosen 
from amongst the full professors, and who was elected for only a year, 
becoming the Pro-Rector for his second year of office. The Rector's tasks 
were loosely defined as being to head the administration, to ensure that the 
university pursued the goals prescribed in the quotation above, and thirdly 
to represent the university. The Prussian institution of the 'Kurator' was 
retained. 
19 So, too, were the faculties as the main academic substructure. 
Their tasks were more indicated than specified. They were--"a) to look after 
their own areas of teaching and research and b) maintain a complete lecture 
,, 20 programme 
Admittedly here teaching is - in rupture with tradition - mentioned before 
research, but if the reference to both as 'areas' rather than processes was 
not pregnant for the future, the single epithet chosen to describe the courses 
to be offered certainly was: the faculty was to ensure that they be "complete" 
(vollstaendig). So much for the faculties' tasks; they also had the right 
to propose doctoral requirements and confer doctorates. Their doctoral redul- 
ations - like the appointment of the Rector and all full professors - required 
the approval of the 'Magistrat', i. e. of the State. The 'Habilitation'. was,: 
retained. 21 The formal structure of the university staff remainod'identical 
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to that of the pre-war university. Finally the traditional predilection of 
universities for honorific latin titles and insignia, seen by Veblen as a 
manifestation of the leisure class, 
22 is also reflected in the Statute. 
Apart from the increased degree of autonomy granted the university, the 
exception to this cautious clinging to lmown territory was the inclusion of 
students with voting rights in the Curatorium, 
23 the Academic Senate and the 
governing board of each faculty. It was this provision above all that prompted 
the expression, the 'Berliner Modell'. It was indeed a pioneering step. 
Given, though, that it 'ras almost entirely students who had initiated the 
break from the Humboldt University, the small number of seats and votes they 
were allotted. appears with hindsight ungenerous and unwise. But the arrange- 
ment was symptomatic of dormant causes of subsequent friction, rather than 
itself being a direct cause:. if students had been given three times as many 
seats, this in itself would probably have little effected the drift of 
subsequent events. 
In the Statute the students were given the right to append a union charter of 
their own. Provision was made, too, for further university regulations re- 
carding matriculation, course regulations and discipline. The junior academic 
staff (the 'Assistentenschaft'), later to be the seat of so much discontent, 
were mentioned only once in the Statute, and the university departments not 
at all. 
From the letter of the Statute to the spirit of its enactment. That the faculties 
first set up were the traditional four, 
21+ that the new university buildings 
were formally clustered round a 'campus' (See Fig. 1) but without provision for 
common-rooms or a centrally located student community building25 are isolated 
observations, but they say much. It was in fact not long before staff-student 
relations were sullied. There is considerable substance to later student 
claims that they had been encouraged to political activity so long as it con- 
formed with establishment views, but that the legitimacy of such activity was 
questioned as soon as student' politics headed in a non-conformist direction. 
This development is consistent with an interpretation of the founding of the 
FU as an essentially conservative event. If the first generation of students - 
many of them older returnees from and direct victims of war - were concerned 
to complete their studies relatively quickly in an at least non-'gleichge- 
schaltete' institution, the following generations in all probability came with 
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Figure 1. 'III, CENTRAL CAMPUS OF THE FREE UNIVERSITY 
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The numbers refer to buildings of the Free University. The remainder of 
these are strewn over a far wider area than that illustrated here. The 
buildings most relevant to this study are: 
1 The former Rector's - now the President's - Office 
3 The German Department and the University Matriculation Office 
4+ The Henry Ford Building, including the English Department 
5 The Romance Languages Department 
12 The main student refectory (Mensa). 
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- false expectations of the much publicized 'Berliner Modell'. Their cumulative 
frustration, increasing from one student generation to the next, is discern- 
ible in the student tracts describing developments up to the death of Benno 
26 Ohnesorg and the student revolt of the late 3.960 
This, rather than the loss of a Golden Age, fits the reality. Moss's tail- 
piece to his extensive survey of post-war developments in the German university 
begs the question why the "once progressive Berliner Modell" should have fallon 
prey to "now traditionally minded university authorities". He writes: 
It is significant that the students' demands for university reform 
have been particularly strong in Berlin: here the once progressivo 
Berliner Modell had been eroded by the now traditionally minded 
university authorities, and the very essence of the foundation, the 
political engagement had been stultified by administrative measures, 
such as the barring of political meetings in lecture theatres. 27 
Not that one should present the students as sole exponents of reason and. 
reform: their Humboldtian insistence on 'Lernfreiheit' in their - at times 
apparently unconditional - opposition to 'Zssangsexmatrikulation128 and the 
mixture of demagogy and instant plebiscite which characterized their behaviour 
in the mid 1960's was part of an escalation in which tradition and dogma 
hardened on both sides of the polarised divide. This was, though, largely 
after they had participated for over a decade in the functioning of the 
'Berliner Modell', only to find that what had been heralded as a new departure 
was, or could so easily become, a licence for institutional stagnation. 
If the contention is correct that the FU was never such a radical departure 
from the traditional Gorman university, it is not surprising that the struot- 
ural problems of the FU over the years since its foundation have been, 
broadly speaking, those of the post-war German university as a whole. They 
therefore, too, are an important part of our context, though they can scarcely 
be more than enumerated here. 
The foundation of the FU apparently occurred in isolation from any firm 
concept of what secondary schools are or should be - at least there is not 
even a reference to the relationship between school and university in the 
Statute of the FU. This is a departure from Humboldtian practice, but hardly 
a progressive one. By and large it characterises developments in 'West German 
universities since 191+5, and even, it would seem, many of the'latest 
university reform proposals. It is, as this research will short, an expensive 
omission. 
39 
Another expensive mistake was the failure either to restrict access to the 
university, or to make good provision for the massive expansion of studont 
numbers. The refusal to restrict the access of school leavers to the univ- 
ersity was a 'taboo inherited from the stock of unadapted Humboldtiana 
(Humboldt's 'Lernfreiheit' of course predated the advent of mass higher 
education). It was defended by reference to Article 12 para. 1 of the 
'Grundgesetz', itself possibly framed in a Humboldtian spirit. 
29 This omission, 
and 'Lernfreiheit' within the university, which in practice led to an 
increasing duration of undergraduate studies, inflated the student population. 
The policy of expanding old universities and the failure to build new ones 
produced large, amorphous universities and faculties, of which the FU, with 
ca. 15,000 students, And its Philosophical Faculty, with almost 5,000, were 
typical. The belated and inadequate expansion of the university staff, by 
disproportionately swelling the base of the promotion pyramid, produced 
unfavourable staff-student ratios plus the frustration of blocked academic 
careers. It isolated the professoriate even further from the students and 
gave the professors a wider span of control within the staff. Given the 
limited numbers of students that could be fitted into lecture rooms, the 
retention of Humboldt's emphasis on the personal relationship between under- 
graduate and professor served to lengthen the duration of the undergraduate 
course. So; too, did the persistence of undergraduate mobility between 
universities - more 'Lernfreiheit'. The combination of these features 
contributed to high student wastage rates, as did the absence of recognized 
first degrees obtainable over a shorter study course. The policy of increasing 
the size of existing universities, many of them in the heart of oonurbations, 
often led to a sprawl of buildings. This exacerbated the lack of an embracing 
corporate life, attitudes to which were in any case made ambivalent by 
consciousness of the record of the student 'Eorporationen'. 
The universities remained isolated from society (though not from the State). 
There was - and is - far less lay participation in their governance and 
sponsorship than is the pattern in Anzio-Saxon universities. Alone their in- 
take of students - and therefore of staff - tended to isolate them: very few 
working class children survived in the secondary schools to-Abitur, and the 
provision of State scholarships was low. 
30 The university thus became a 
class preserve to a greater degree than in other comparable countries. Its 
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emphasis remained on introversion-prone 'Bildung' rather than more extro- 
versive 'Ausbildung', despite the society's growing need for highly trained 
manpower. The philosophical faculties may have retained this characteristic 
more than others because of their propadeutic tradition of preparatory 
education for entrance to the other faculties. Professional exams, such as 
qualifications for school-teaching, were kept in the preserve of State 
examining bodies outside the university. The emphasis on research rather than 
teaching remained, and within teaching - again possibly a relic of 'Bildung 
durch Wissenschaft' - there was more concern with what was taught than how 
it was taught. The British 'tutorial' tradition never really caught on. In 
a post-war phase 'general studies' ('studium generale') were much talked of, 
but character development - perhaps in the pained memory of 'Gleichschaltung' - 
has been and is widely disowned as a goal, though concepts approaching it 
appear in the guise of terms such as '1Tissensehaftlichkeit', 'Knllegiaiitaet' 
and 'Solidaritaet'. 
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The role of the Curatorium, plus the State's responsibility for providing 
professional examining boards, made for an at least potentially strong direct 
State-university nexus, completed by the fact that all career academic staff 
are civil servants. This nexus has psychological effects, one of which is to 
allow staff to feel exonerated from shouldering responsibilities they should. 
Meanwhile at the State level, the tradition whereby education remained largely 
under the aegis of the individual federal states, and by which it was 
considered an "above-party" matter, was conducive to. a reactive fire-watching 
policy, rather than the timely and concerted effort for innovation that would 
have made much of the need for dramatic 'reform' superfluous. 
A remaining piece in the context of this research is the fact that student 
dissent was so vehement at the FU, and, mithin the FU, particularly in the 
Philosophical and Social Science Faculties. The explanation has already largely 
been given. Fostered expectations diverged from the reality. They must have 
resulted in a certain self-selection amongst students attracted to Berlin, 
increasing as escalation grew. It may also be supposed that the nature of 
the University's birth made for a self-selection in the senior members of-the 
academic staff, favouring a combination of conservatism (attracted by the anti- 
communist stance) and the courage to defy circumstances (Berlin's future in' 
the shadow of the blocade seemed precarious). This built-in source of fission 
within the university was later to be aggravated from without by the clumsy 
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reactions of Berlin politicans and. police. The geo-political, position of 
Berlin continued to make it a focus of publicity, a pre-set stage for the 
more exhibitionist elements of campus dissent. The proclaimed ties with 
American culture heightened susceptibility to the influence of events at 
Berkeley in the early 1960's. The tandem of German philosophy (Marx and 
11arcuse) and American foreign policy (above all Vietnam) gave the movement - 
in common with Berkeley -a uniting set of extra-campus orientations, which, 
in the kaleidoscope of the highly differing circumstances from department to 
department at the FU and the lack of a developed sense of student community, 
it needed for identity and survival. That the conflict was particularly 
marked in the Philosophical and Social Science Faculties is a phenomenon 
which was not restricted to Berlin or West Germany, and is easily understood. 
Why at the FU9 within the Philosophical Faculty, the German Department was so 
quickly so explosive, the English Department for so long so quiet, while the 
Romance Languages Department, for example, followed yet a third pattern, is 
a question on which this research, based on the premise that key variables 
in university education operate at Department level, should help to explain. 
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III 
TIE fl STITUTIOPNAL SETT27G 
OF TIM ENGLISH DEPARTSPNT 
To move fron the historical and societal constraints reviewed in the last 
chapter to institutions by which such constraints are maintained, transmitted 
and altered: the development and functioning of a university department are 
most obviously subject to two institutions - the academic discipline itself 
and the whole university with its central sub-units. The potontially divisive 
loyalty to campus and discipline has given rise to the ideal types of the 
'cosmopolitan' and the 'collegiate' or 'local' member of faculty' a typing 
which could be applied at an equally simple level to university departments 
themselves. As the terms suggest, the distinction is likely in practice to 
be largely coterminous with a geographical one, though of course the cosmo- 
politan may maintain his contacts with the discipline by reading, writing 
and holding court, rather than by travelling. 
There are, though, a whole range of further social institutions, national 
and local, which may impose constraints on the department, usually less directly 
and less continuously than the home university and the academic discipline, 
through which in fact they often operate. At the supra-regional level these 
may be: professional associations or unions (of graduate-employers, of 
university teachers, of students); the central government (national education 
plans, ministerial decrees); intermediate educational and scientific bodies 
(in Britain the UGC) SRC, SSRC, research foundations etc. ); ex-members of 
the department (alumni associations). At the local level most obviously: the 
organs of local government (finance and education committees), the local 
press and - to the extent that there is a neighbourhood intake of students - 
local schools and other nearby educational and training establishments. Ivey 
individuals -a benefactor or an emeritus professor - may also exort a lar; o, 
though not necessarily obtrusive, pull on department policy. 
The formal structure of the Free University before the introduction of the 1969 
University Law was simple - far too simple for an institution comprising at 
the time over 20,000 members and for the functions of a modern university. 
Beyond the Academic Senate there were no'oentral commissions for the planning 
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and coordination of university teaching, academic courses, the use of resources, 
research policy or the development of the university. None of the Academic 
Senate's five standing committees was entrusted with such areas; indeed 
their titles solidly reflect the traditional functions of the Academic 
Senate in German universities. 
2 
The Rectorate ran only one slender file on the English Department. The author 
was given full access to this. It showed that in the first ton years of the 
? ree University's existence the Rector was most frequently approached by the 
Department in his representative function, i. e. with invitations to parties 
and play performances. The file even contains Christmas cards and picture 
postcards sent to him by members of the Department from their vacations. 
The first student invitation to the Rector in 1949, to a summer party entitled 
'Keep Smiling', contrasts ironically with the atmosphere 15 years later when 
students, including members of the English Department, were to storm and 
ransack part of the Rectorate. Such invitations were phrased obsequiously, 
for example - on a picture of wild anemonies - the student representatives 
"allow themselves most humbly" to invite the Rector, in copper plate, to a 
Christmas party -a formula which runs through to at least 1958. A professor 
in charge of the Department saw fit to bother the Rector by reporting the safe 
arrival of a tape-recorder in which "my only complaint is that there are two 
cracks in the veneer". There is a series of letters on the suitability of 
various charwomen for cleaning the Department, which, in sometimes patronising 
terms ("unsere jetzige Perle"), deal with such details, literally, as the 
arthritis one suffered in her left knee. Sometimes years pass without a single 
document. 
There is little in the file of more direct academic importance apart from an 
exchange in 1950 on the split of the original Anglo-American Department into 
the present English Department and the John F. Kennedy Institute. The first 
reflection of student discontent is in 1968 when the Department, following a 
closure of the central university buildings by the Rectorate in reply to 
student disturbances, enclosed a leaflet in which students in the Department 
claim no longer to recognise the Ree. tor. Apart from this, there are appeals 
by two members of staff direct to the Rectorate in matters of contract renewal 
and promotion. 
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From these documents, and respondents' reports, the Rector would thus appear, 
in normal circumstances, to have had no significant influence on Department 
policy. The search for data on the influence of the Philosophical Faculty on 
Department policy was complicated by the existence of some 300 Philosophical 
Faculty files in the University archives of which not one was devoted 
specifically to the English Department. 
3 The Philosophical Faculty was an 
unwieldy body representing an unwieldy institution. Hentig and others have 
amply exposed how existing Philosophical Faculties, having lost their 
traditional propadeutic function-in German universities, became swollen, 
merely additive conglomerations without a cohesive purpose. 
4 In this case the 
Faculty Board comprised some 80 professors, one non-professorial member and 
one student, though in the years of the student revolt a second student was 
also admitted. Emeritus professors were still officially members, though in 
any case the average age of the professors must have been high. This large 
body, virtually a professorial guild, met once a fortnight. It was responsible, 
it will be recalled, under the University constitution, for the teaching 
(specifically, the maintenance of a "full lecture programme"), the research 
and the awarding of post-graduate degrees and H. A. s in the departments it 
subsumed - in this case over 35 of them, housed in at least as many buildings. ' 
The disciplines represented were as diverse as Catholic Theology and Drama, 
Sociology and Sport, Archaeology and Music, the study of Librarianship, and 
the History of Art. Its language departments ranged from Greek to Arabic, 
from Indian Languages to Chinese, Slav, Balkan and Nordic Languages. In all, 
the Faculty had almost 5,000 students. By way of sub-units it had set up 
only two commissions, a 'Structural Commission' and a 'Building Commission', 
of whose work there is scant record. The data and evidence from informants 
is enough to suggest strongly that the Faculty cannot have exercised any 
effective purview over its constituent parts. 
Its will to do so must also be questioned. By its composition it gras a conser- 
vative body, unlikely to infringe the traditional powers of the professor - 
either generally, or in particular departments. Indeed, while the directors 
of the individual departments enjoyed the power they did, 
5 
an agreement, at 
least tacit, that members should not-trespass in the affairs of their colleagues 
was in the particularist interests of each. The Dean had by tradition a 
prestigious role in and outside the university. In the words of one Faculty 
member: "the Dean was the Faculty". He would, for instance, give interviews 
47 
and write letters or articles for the press, using his official title, but 
without consulting the Faculty. 
6 
The Faculty's manner of working was reputedly for the Dorm to announce that 
a given department had taken this or that decision "after consulting opinion 
within the department". The decision would be duly approved, frequently after 
lengthy and wandering discussion by a show of hands. The same reliable show 
of hands could be called upon by the Dean for closure of debate, a device 
which student representatives claimed was used as a guillotine against them. 
Among the 80 or so members, a minority of some ten to fifteen were reputedly 
liberal or left-wing. Confronted by this situation, the sole one or two student 
members would tend to defensive polemics, a factor contributing in the late 
1960 's to the growing dysfunctionality which the size and immobility of the 
Faculty brought upon it. Its meetings partly served the function of a social 
club for professors, with much gossip in sessions lasting sometimes 7 or 8 
hours. In the words of one participant, the Faculty had for the last fifteen 
years of its life been incapable of solving a single serious problem. The 
obligation of members to confidentiality surrounded it with a protective veil 
of secrecy that was a source of odium and mistrust between students and Faculty, 
and at times bet een students and their own elected member. It also allowed 
the Faculty to lose touch with grass roots. The retention into the late 1960's 
of awesome titles such as the. 'Hohe Fakultaet', whose Dean was still addressed 
as 'Spectabilis', can have done nothing to diminish this gap. 
The situation of the Faculty thus provided a blatant case of what Becker and 
Kluge called the "lack of self-scrutiny in academic life"7 and substantiates 
glitsch and others' description of the faculties in German universities: 
"The faculties' sole remaining- functions are essentially to act as hoards of 
Studies and Examination Boards. Otherwise they are closed guilds in which 
the professors and directors of departments mutually confer postf; rac3. uato 
degrees on each others' students and haggle over the remuneration of now 
professors". 
8 
Reportedly the Faculty meetings dealt mainly with staff appoint- 
ments and 'Habilitationen', and from the mid l960's onwards progressivoly 
more vtith student-disturbances. The only Philosophical Faculty files in the 
University Archives devoting considerable space to the English Department 
were correspondingly one on the appointment of professors and another on 
student disturbances. 
Of the four English Dopartment professors the three elder ones wore. entrenchod 
in the majority bloc in the Faculty, and were reportodly amongst the most 
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conservative within this bloc. From two sources there were reports that if 
they were distinctive in other ways it was by the triviality of the matters 
they raised, matters such as the theft of some roses by students from a 
professor's garden. 
Before turning to the manner in which these professors were appointed, it is 
necessary to use our other main frame of reference - that of English Studies. 
The research worker only incidentally concerned with the history of English 
Studies (Anglistik) in Germany is confronted by the difficulty of entering 
uncharted territory. Despite the wealth of often highly abstruse post-graduate 
work being- conducted into subjects as differing as 'The Vocabularly of the 
Prose Part of the Paris Psalter' to 'The Duel in the Early and 11id-Victorian 
Novel', 9 a descriptive, let alone a critical history of English Studies in 
Germany has apparently never been written. 
ZG. This, although English has been 
taught at German universities for centuries, and the first separate chair for 
English set up in 1866.11 There appears to be no work corresponding, for 
example, to Palmer's 'The Rise of English Studies'. 
12 
In the words of a recent 
article: 
It is staggering that it has taken about a hundred years for an approach 
to Anglistik inherited from the nineteenth century to be challenged for 
the first time, and for the emergence of a demand for a thorough 
reappraisal. 13 
Such a situation of course raises doubts as to the state of the discipline. 
These doubts are confirmed by a recent study by Keiner and Stinshoff suggesting 
the state of unreflooted chaos in the discipline in Gormany. 
34 A West German 
professor of English has publicly attacked the theoretical poverty and other 
deficiencies of Anglistik, but claiming them to be true of other disciplines, 
too. 15 One professor from the English Department of the Pree University, on 
being asked to explain these and other shortcomings, spoke defensively of the 
relative youth of the discipline, as did a professorial colleague written to 
in West Germany: 
... You also have to remember that Anglistik is a very young discipline, which explains the lack of significant historical 
or theoretical studies of it. You won't find any suck work either 
on English Studies in Britain or the United States.. 
If a hundred years is too brief a span for emergence of this degree of self- 
reflection - though the sceptic may think of the voluminous studies on the 
history and theory of sociology - one might expect work to have been done at 
least on the role and development of Anglistik under the Third Roich. In German 
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Studies (Germanstik) there have been at least modest stops in this direction, 
the first by an academic perhaps not until the speech by Eberhard Laemmort 
at the Munich Conference of Germanisten in 1966.17 
Anglistik in Germany originally gained credibility as an offspring of German- 
stik. Its orientation was heavily influenced by that of the parent discipline, 
with its philological tradition emanating in large part from the work of 
Jacob Grimm. Significantly the main German influence on English Studies in 
Britain in the 19th Century was imported by English pupils of Grimm and by 
the appointment of a German philologist to the Chair of Comparative Philology 
at Oxford in 1868.18 As already indicated, German Anglistik became noted above 
all for its philogical work in Old English. 
German Anglistik in fact has features in common with English Studies in Britain. 
English Studies were also a young discipline with markedly middle class 
aestheticist origins, 
19 though in England these were leavened in the nineteenth 
century by 'Utilitarianism and the greater openness of the university and the 
discipline to the outside world, a phenomenon manifest in the discipline's 
extra-mural connections with the Mechanics' Institutes and the Working Men's 
Colleges. 20 There was apparently little impact of New Criticism. on German 
Anglistik, let alone confrontation with it. The New Criticism movement was 
of course launched in the 1930's at a time when the German university was 
particularly isolated from foreign influences: alone the Depression and 
inflation meant academics lacked the funds to travel abroad and buy foreign 
books. 21 Nor did Anglistik have any equivalent of a Leavis, an T. A. Richards 
or a William Empson, and after the War scarcely a Trilling or a Iiormodo. 
Laemnert pointed out the pre-eminent proneness of Germanistik, partly because 
of its philological tradition, to becoming a vehicle of Nazi ido logy. it is 
probable, though, that representatives of other disciplinos, too, oompoto& 
in their claims to these laurels. One can imagine the position of biologists, 
anthropologists, psychologists etc. For Anglistik the following was assorted 
by Walther Huebner in 1934: 
The German Iiovement from the Romantics to Adolf Hitler has been the 
struggle against the idealogy and method of the Enlightenment. We must 
remember this when we systematically select set texts for a school 
subject centering round a foreign nation stamped with its own traditions. 
We could hardly wish for a more effective tool than this for inculcating 
in the young - deg; pits the present fate of our country - an awareness 
of being German. 
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The line of thought has its roots earlier, too, in the writing of Alois Brandig 
one of the spiritual fathers of German Anglistik and of the English Department 
of the Free University, when he faced the conflict of loyalties imposed by 
the 1911. -18 War. 
23 Huebner points out repeatedly that one can select texts 
from English literature not only to exemplify Nazi values but also to seek 
object lessons from an errant foreign 'Volksseele'. Much is of course made of 
Carlyle, Burke and the English Romantics. 
24 The case with which an unrefleoted 
discipline could be directed to fit a current ideology should be firmly 
registered. Striking in the work of Huebner is his commitment to the applied 
role of English Studies. He is highly concerned with the pedagogics of teaching 
and teacher training. Admittedly he had been for years a school teacher, but 
he is also concerned with the reception of literature and with the study of 
writing outside a narrow definition of 'art', mainly with political oratory. 
Abendroth rightly warns against confusing the uncritical acclamation of the 
Third Reich by academics with political commitment, and explains it on the 
contrary by the deeply unpolitical mentality of the German university. 
25 For 
our purposes it is also important to notice the survival of three academic 
traditions in the discipline through this period - historicism, positivism and 
aestheticism. 
Historicism was brought into Anglistik as part of its Germanistik-Romanistik 
heritage. It was fostered in the Third. Reich - as Laemmert pointed out in 
connection with Germanistiktb - by the ativistic element in Nazi ideology, and 
bolstered by concern with racial purity. 
Positivism, often of the mindless 'fliegenbeinohenzaohlende' or 'nose-counting' 
brand, has traditionally been sustained in German academic work by distortive 
popularisation and misapplication of what Weber meant by "Wertfreiheit". 
Although positivism would appear in ways to jar with the Nazi romantic emphasis 
on the man of genius, it was supported by the neurotic ordorlinoss deeply 
imbedded in the traditions of Prussian bureaucracy. Abondroth's exposition 
of the fundamentally unpolitical nature of Gorman aeadomo has already been 
mentioned; the almost boundless - because unprincipled - accumulation of fact 
could provide refuge, conscious or dtherwise$ from the need for social commit- 
ment. 
Aestheticism, too, is an approach which was easily accommodated to Nazist 
doctrines. The process is easily pieced together from Huebner's writings: 
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The official plans - and quite logically so - expressly require that 
teachers concentrate on the groat masters, with those creative figures 
who have shaped the spirit and intellect of their nation, who have 
moulded the fates of individuals and whole races. They have to be 
seen in all their uniqueness as transcending the limits of their own 
age. 27 
... The study of style is normative. It alone allows a total under- 
standing (Ganzheitserfassung) of nationhood - one's own and that of 
others. It is essential to the creation of a national culture. 28 
This corresponds with our thinking today. The National Socialist 
'Weltanschauung' is based on the principle of totality (Ganzheit- 
sprinzip), on the organic view that the whole is always superior 
to its individual parts. 29 
Such an approach of course facilitated projection of the value system one 
wished into the literature one was studying -a process of tautology: authors 
(Meister) were selected for their ideological (fascist) propriety, then praised 
with a (totalitarian) vocabulary made equi-valent and therefore, though 
emotively laden, essentially empty. 
The triple historicist,. positivist and aestheticist heritage might conceivably 
have served as a base on which to build rather than from which not to move. 
A full professor of English, in West Germany, answering at length the author's 
written questions on the state of Anglistik in his country, swnnarized his 
views as follows: 
In order to assess the development after 1945, it would seem worth- 
while to me to measure the value of contributions of German Anglisten 
after 1945. It is most striking for instance, that in a field like 
Old English studies that belonged to the honoured traditions of 
German Anglistik most of the literature worth reading is published 
in the USA and in Great tritain. This could probably be established 
in other areas equally well. The current situation is largely one 
where academics are clinging to restored traditions that do not at 
all suit the needs of students or soeiety. 30 
Such immobility, and perhaps the national isolation of the discipline that 
persisted after 1945, can, at least in part, be explained if the exposure of 
'Gleichschaltung' was the traumatic experience earlier suggested. In particular, 
after the path some Anglisten had taken under the Third Reich$ there may have 
been an excessive tendency to discretion. 
There is indeed further evidence that the discipline had not refound an identity 
and lacked the confidence necessary for academic and professional initiative. 
There is no professional association or learned society for the subject in 
Germany. The 'Andlistentag', a three-day annual conference, was - unlike the 
'Germanistentag' - an "informal gathering of professors and 'Habilitiorton'". 
31 
The more conservative professors and staff consulted in Berlin and West 
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Germany tended to stress the informal (unverbindliche) nature of the meetings, 
claiming the Anglistentag's influence to be slight, while the less consorVative 
did see it as having a real influence. Certainly it had no overt manifesto 
and no formal power over individual English departments. Examination of its 
protocols reveal that votes at Its meetings were rare; instead there tended 
to be a mere exchange of views. 
32 On the other hand, it was the only regular 
supra-regional forum for members of the discipline. its protocols do refloat 
a trend in professorial opinion and were circulated to all professors of 
English in Germany. The extent to which they were influenced by it cannot be 
assessed here, nor does one know to what extent individual professors passed 
on its deliberations to non-professorial staff in their departments. If one 
of its chairmen's claim that "it was not of material importance and had no 
particular influence on university policy"33 is true, one wonders why it was 
subsidized by the 'Deutsche Forschungsgemeinschaft'. The protocols sugg-3st 
that it predominantly discussed academic policy rather than being a forum for 
academic research or a 'learned society'. A continual element in its work was 
to collect and circulate information. It aided a professor who produced annually 
the so-called 'Saarbrueckenor Informationen, , 
3' listing staff, itoturo 
programmes etc. of the various English departments in Germany. It commissioned 
the collection of dissertation abstracts etc. That such - if somewhat mundane - 
work was made necessary by the prevailing lack of informedness is illustrated 
by the protocol of 1967, which includes the entry that: 
To the surprise of most it emerged from the discussion that there 
were already restrictions (numerus clausus) to the number of students 
being admitted to Anglistik in Berlin, Heidelberg, Constance and 
Saarbrucken. 
Views and proposals recorded on policy matters range from conservative to 
reformist. There was little sign of fundamental, and certainly no radical 
consideration as to the current quality of the discipline, its role in society 
and the direction it should be heading. 
Thematic through the protocols is the Anglistentag's atubborn, r©arguard action 
against opening its meetings to non-'habilitierte' members of the discipline. 
A proposal in 1966, typical of the discipline in its fixation on its parent 
subject, was "to change the 1inglistcntag into an association analogous to 
that of the Germanisten". Decision was postponed for a year. The folio iin{ 
year the suggestion was rejected as being "pointless - at least for the moment" 
with no further reason - but the need to clarify the status of the Anglistontag 
I 
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was seen. It was thus agreed that "the gathering of German university 
Anglisten is to be called the Anglistentag" which, however, was to remain 
explicitly the preserve of 'Habilitierten'. Austrian and Swiss Anglisten 
could be invited, but were not allowed to vote. By 1969, this reluctance to 
open its membership itself became an openly political issues resulting in 
student and junior academic staff staging 'go-ins' at the annual meeting. 
In view of what will be shown in this chapter about the recruitment of prof- 
essors, the Anglistentag was an obvious place for these to discuss problems 
of succession. Its scope to act as a closed market place was great, though it 
is hard to know to what extent it did so. 
Despite its restricted membership, the Anglistentag did claim to represent 
the discipline as a whole. It nominated representatives of the discipline to 
the Deutsche Forschungsgemeinschaft to act as referees for the allocation of 
research funds. It appointed one of its members as an official contact with 
the Permanent Conference of Ministers of Education (1ailtusministerlconforenz) 
and the Council of Europe. It handled correspondence in the name of the 
'Hochschulanglisten' with other professional and academic bodies at home and 
abroad. Again, the extent to which it exercised influence in those various 
functions cannot be assessed here. One professor wrote: 
From my experience at the English Department of the University of ... in earlier years, I have the impression that the Anglistontag played 
an important role in the aims pursued and procedures used in English 
departments in the universities of the Federal Republic and Berlin. 35 
The fact that it claimed to be the spokesman of the discipline without being 
a proper sounding board, may have been of more political importance and had 
more effect on the progress of the discipline than any other policies it 
consciously pursued. As the only supra-regional organisation of 'Hochschul- 
angl. isten'it must share responsibility for major deficiencies in the orient- 
ation of the subject, and particularly - in its exclusiveness - for fostering 
traditional stereotypes of the German university professor. At the same time 
the question has to be asked as to why non-professorial staff and students, 
on being refused membership, and dissatisfied with its work, did not have 
enough initiative and will to found an association of their own. 
When the discipline, a hundred years after the establishment of its first full 
professorship, did produce a book on reform of the subjoot, 
36 
significantly 
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its first article gras by a doyen of the discipline who produced a Jeremiad 
against expansion of the student population and an impassioned defence of 
the professoriate. Clearly there were interests other than those of the 
academic discipline itself at stake. Just as the opening of the ! nglistentag 
to a non-professorial membership would have meant an inroad into a profess- 
orial preserve, so, too, admission of the need for fundamental reform is 
always easily seen as a criticism of the ruling elite. 
'The recruitment of this elite is a point at which the functioning of the 
Philosophicel. Faculty and the self-image of the academic discipline moot. 
In the early 1960's the English Department of the Free University was faced 
with the problem (caused by a retirement and a professorial exodus) of 
replacing all its professors. 
The procedure for nomination of a professor involved the Faculty setting up 
a professorial recruiting commission (Berufungskommission),, the elite thus 
electing its own successors. The post would not be advertised. The commission 
would recommend three candidates, in order of preference, to the Senator, 
who invariably sent a 'call' (Ruf) to the first of these. The Faculty files 
show that an outgoing professor could theoretically have groat influence on 
the appointment of his successor. 
37 In one case, for example, an outgoing 
professor of English requests the Faculty "not to appoint too small a commission", 
and urges that five members he names from neighbouring disciplines (German, 
Romance and Slav Languages) be included. Of these, three subsequently were, 
and thus comprised virtually half the seven-man commission ultimately nominatod, 
a furthor three coming from the English Department. Not only was this influence -; 
be it used for good or ill - there, but so also was the power to write a 
confidential reference for a potential successor. In oneýoase-at least, this 
was used for a blistering attack. on a candidate, whereby the referee was 
known, at least within the Department, to have been on bellicoso terms with 
the candidate concerned. Various degrees of professional and personal proximity I 
between referee and candidate were evident. The referee might be the candid- 
ate's doctoral supervisor, a past or potential colleague (the latter where a4 
resident professor wrote a reference). It was apparently not essential that 
a referee should have worked in the same department as the candidate. A 
referee could thus find himself in considerable role conflicts simultaneously 
carrying out a collegial and a quasi-employer function, maybe as rival and 
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sponsor together. There professors outside the Department were approached as 
referees, they might either be asked to nominate a candidate entirely of 
their own choice, to compare two or more candidates or to give a reference 
on a particular one. In either of the latter two cases they might reject the 
candidates put to them and suggest a further one of their o -; m choice. 
When the English Department did have these vacancies there was a shortage in 
Germany of 'habilitierte' Anglisten38 and consequent signs of opting for 
candidates of more than usually uncertain merit. In one case a reforoo of 
high standing suggested it better to wait two years in the hope that a suitably 
qualified person would emerge, rather than take a given candidate. Ile suggests 
that the appointment, if made, should be considered a temporary emergency 
measure. The candidate was appointed, later made a full professor and is still 
in the Department. Whore a candidate was proposed who had no 'Habilitation' 
and would have been a 'Hausberufung' (i. ee a case of promotion within the 
Department) this caused emphatic misgiving in at least one referee. But the 
appointment was made. Round the negative passages in referees' letters brackets 
had often been inked or pencilled in, in one case in connection with a re- 
typing of the reference sent, as if remarks were to be concealed from a future 
reader. 
Prom the content of the references it would appear there were no instructions 
to the referees to consider the suitability of candidates for specific needs 
of the Department, beyond consideration as to whether the vacancy was for 
literature or language. Perhaps this explains the fact that of three literature 
professors, two were of the same 'school' -a term used to refer to any group 
who had obtained a doctorate under the supervision of a given professor, and 
in practice implying a certain identity in approach. 
39 In this case the 
literature approach concerned was later to be the subject of vehement student 
attack. The references, most of which had apparently been written iwith 
considerable care, were concerned almost exclusively with the quantity and, 
quality of the candidate's publications. Yet all the successful candidates, 
it would seem, bar one, were appointed more on the basis of promise than on 
what they had actually achieved. There is in fact oonsidorablo criticism of 
the work candidates had produced. That such criticism was usually in qualifi- 
cation of praise must have given the., recruiting commission much freedom of 
decision. A key reference of one successful candidate contained the back-. 
handed prophecy that he would "not fall victim in his future publications to 
a blinkered positivistic approach. " The same professor was vehemently 
-- 
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attacked by students a decade later for doing precisely this. Another was 
appointed despite a reference which ended with the words: p 
Whether Dr. ... has the ability to create a school of his own, to 
supervise graduate and postgraduate work, to carry the responsibility 
of a professorship, especially in a key subject in the school 
curriculum with the heavy burden of examining, is open to doubt. 
Nor do I think that one would be doing him a favour by appointing 
him professor., 
There was no systematic record of the deliberations of the recruiting 
commissions, nor of the procedure and the criteria applied in this selection 
work, but some indieiation of these in the references themselves, as wall as 
in the recommendations by the recruiting commissions. The shortage of 
candidates with the 'Habilitation' has already been indicated. In one case, 
the commission gave as a reason for taking a doubtful candidate, that a delay 
would not guarantee the emergence of a better prospect within a foreseeable 
period. In at least one. case the erection of the Berlin Wall may have influenced 
a recruiting commission to conclude that there was little likelihood of 
attracting a good candidate to Berlin, and that in order not to risk the 
loss of time caused by a refusal, one should accept a criticised candidate 
who was available, rather than approach others. Relative lack of significant 
publication was allowed for in two cases of successful candidates, where 
these were late returnees from the war; difficulties in reestablishing then- 
selves within their discipline were to be expected. 
While the references dealt almost in their entirety with the academic public- 
c" 
ations of the candidates, very little was written about their teaching abilities 
and little or nothing about their abilities as administrators. Belief in a 
candidate's teaching ability was sometimes asserted on the basis of hearsay, 
even more bizarrely, it was deduced from the quality of the candidates' 
publications in Anglistik - for example with the appendage: "Everything would 
seem to me to indicate that he must be a stimulating teacher. " The matter of 
pedagogic competence could be skimmed over lightly and adjacently: "Ho is an 
exceptionally genuine person - an essential for effective teaching. " Prejudice 
is on occasion, paraded or played to: "She is in no way a blue-stocking. " 
Emotional appeal and exaggeration could also be thrown into the fray: 
"Personally I would put my hand into fire that the candidate is absolutely 
reliable. " 
Enough has been said to show the openness of such a system to abuse. The 
2 
t 
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chapter that follows and that on the staff show something of the professoriate 
that such recruiting arrangements provided in the Department. 
The Department was located centrally on the campus in the so-called Henry 
Ford Building. (see Fig. 2). Its premises consisted of a long, windowless 
corridor of offices, allocated to the academic staff and the Department's 
secretariat. At one and, the corridor was blocked by a locked door to the 
University Library; at the other, one passed through an iron door to a drab 
quandrangular first floor gallery with an open well. The near side of the 
square thus formed housed a locked exist reserved for staff only. On the two 
adjacent sides, facing each other, doors gave off into the Department Library, 
which was housed in two large uninviting rooms. At the far end of the square 
was an expansive glass wall, at one corner of which was the main entrance to 
the Department, manned by a female caretaker in a cramped glass box of ca. 2 
square metres, at which students had to show identity cards on entering. The 
teaching rooms used by the Department were, housed outside this departmental 
enclosure, either on the floor above or in other university buildings. There 
was a somewhat bleak, small, so-called 'staff-room' (Dozentenzimmer) too, 
upstairs, with little more than a table surrounded by upright chairs for 
meetings. It was rarely used. The students were allotted no rooms whatsoever. 
There was a meagre refreshment stand on the ground floor of the build3nd., but 
with no tables and chairs. The impact of the Department's architecture and 
physical appearance on its members will be taken up later. 
, 
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DEVELOPMENTS 1N THE DEPARTMENT 
PRIOR TO THE FIELDiTORX 
There appears to be relatively little documentary evidence regarding the 
foundation and early years of the English Department of the Free University. 
The evidence used for this chapter has been pieced together from a wide range 
of sources: student leaflets and magazines, official notices, the files of 
the Rectorate, the Dean's office, the English Department itself and of student 
political groups in the Department, eye-witness accounts and diaries, taped 
interviews with staff and students, press reports. 
The foundation of the Department in 1948 would seem to have presented a 
promising venture: a Department of English and American Studies (as it origin- 
ally was) in a then new 'model' university, founded on American aid., sitod 
in the ! American Sector' of a renascent and focal city, containing an unusual 
juxtaposition of large British and American communities. It was founded, too, 
at a time where national and local policy-makers had a particular incentive 
to take notice of Anglo-Saxon attitudes. 
The figures available on the Department indeed bear witness to a considerable 
expansion. The Department's (full and part-time) academic staff had moved 
from five in 191+8,1 to 33 by the end of 1970.2 In the summer term of 1948 
only 13 separate Anglistie courses were listed in the official lecture list; 
3 
by the winter term of 1970/71 the figure was 73.4 The number of students 
would appear to have risen from under 300 in 1948 to a peak of approximately 
1,000 in the late 1950's and early sixties, and to have fallen back to about 
half that figure since. One might expect the consequently dramatic improvement 
in staff-student ratios - often thought a dominating predisposing variable 
in education - to have made for efficiency. But the decline in student numbers 
was at a period when the number of students at Gorman universities and of 
those studying Anglistik were rising steadily. By the late 1960's there was 
even a 'numerus clausus' (restricted entrance) for . Anglistik at four West 
German universities. The decline in student members in this 1,: ndlish Department, 
when other growth variables in and outside the Department were rising thus 
becomes a pointer to causes of Institutional stress. 
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Concurrent with the growth of the Department is a development born out by 
the data seen by the author of a twenty year slide from apparent harmonious 
'Gemeinschaft' to friction-rid - at time smouldering at times raucous - 
'Gesellschaft'. The former was characterised by students in immediately post- 
war Berlin bringing their own chairs and offerings of coal to the Department. 
There followed the creation of a 'Department Club' with bi-annual play 
productions in English, series of staff-student socials and Christmas cele- 
brations, fancy-dress parties, communal steamer trips, football matches, 
bowling evenings and end-of-term gatherings of students from individual courses 
with their teacher in local pubs. More recent years saw the disappearance of 
such events. Instead, on the student side, boycotts, strikes, 'sit-ins' and 
'break-ins'; on the staff side, the demonstrative cancellation of lectures, 
resort to legal proceedings against students and closures of the Department. 
The phases of this development are important for understanding the Department. 
They both help explain and are in part explained by the survey findings of 
Chapter VI onwards. 
In the early 1950's the students had a Department Club with a membership of 
around 100. There was a monthly subscription with an additional social 
contribution to a fund for poorer students in the Department. In 1951 the 
Club reacts sensitively to an announcement of one of its play performances on 
a local wireless programme which called the club a 'studentische Vereinigung' 
(student association), by producing a strongly worded statement that it is 
not a revival of the Nazi style corporations, forbidden at the Free University. 
5 
It claimed that relations between staff and students had become weaker with 
the rapid initial growth of the Free University, and defended such organizations 
as itself, claiming they promoted community life. A speech, though, in 1950, 
by the first Director of the Department, on the occasion of one of the Club's 
first play performances, indicates obliquely the basis on which the . community 
was founded: 
The whole point of the club - said Professor X. [a director of. the Departmentjby way of introduction - was to create a corirnuni in 
which staff and students were equal partners, Its work covor©d not just literature and music$ but also present-day social and, political. life. The object gras to give tYýe young a deeper und©rstandiný of the 
spirit of Anglo-Saxon culture. b 
The egalitarian principles behind the first sentence jar with the patornal- 
istic overtones of the last, just as the conviviality of student invitations 
;: 
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to the Rector at that time were mixed with obsequiousness. 
7 
The indications 
are of benevolent paternalism - an important point in viert of the fact that 
the staff in later years frequently referred back to the 1950's and early 
1960's in the Department as if to a Golden Ago. 
The claims to forming a politically conscious community wore in a way in tune 
with the earlier writings of this Dirootor,. in that they too were not devoid 
of political commitment. But the spirit of the now Free University and the 
sought-for post-war nurturing of democratic institutions contrasted with the 
tenor of his earlier publications, and their subscription, in 1934., to the 
"formation of German character" as a (the? ) "national and political targot 
of education" and, in 1940, to a "biologically racialist (rassenbiologisoh) 
approach to language teaching". 
8 
For fourteen years - and virtually throughout 
the whole of the Third Reich - he had edited a philological periodical which 
published amongst its contributions fascist and antisemitic articles. 
9 
However open this professor may have been about his past - and at the time. 
it was declared policy to avoid recruiting staff with a compromised political 
past - rumours of the party allegiance and fascist sympathies of the first 
director of the Department were occasionally passed to the present author 
two my years later at all levels - by professors, secretaries. and students. 
They apparently provided a latent germ of cynicism towards the integrity of 
the Department and, by extension, of the University. Though not widely known., 
they were to key student leaders in the late 1960's. 
In 1950 a fund had been made available from American sources to setup a 
separate American Studies Department. This was the origin of the present John 
F. Kennedy Institute. The English Department became a separate unit. There 
was thus something of the potentially brittle stepfather-stepchild rolation- 
ship between the two, heightened by the extensive resources made available 
to the American institute, and manifestly evident in the extensive buildings 
and library of the latter. Psychological analogy in the analysis of 
institutions runs the danger of obscuring more than it reveals, but it is 
difficult to overlook the way in which one institution here fathered another, 
had to share its - in this case academic - personality and property with its 
and then watch how its offspring visibly prospered. Grounds for friction 
between the two wore laid. 
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In 1952, the English Department moved from a few rooms in an elderly villa 
to the new main building of the campus, the Henry Ford Building. It was to 
remain the only department to be housed in this large central building, and 
lay adjacent to the Auditorium Maximum (the University's largest lecture hall) - 
a fact* of forceful significance in the events to follow. 
The only early major event in the development of the English Department was 
an exodus of academic staff to the University of Heidelberg in 1959. This 
was, by all accounts, preceded and provoked by a complex of strained relations 
among the existing four professors, involving marital relations (one was 
married to the sister of another), personality conflicts and professional 
rivalry. The exodus to Heidelberg produced recruiting difficulties caused 
not only directly at professorial level,, but by the professors taking subord- 
inate staff, right down to the secretarial level, with them. Their own 
replacements, being all first appointments to professorships, could bring in no 
comparable retinue. 
The new professors produced by this turnover and the recruitment procedure 
described in the last chapter, were at first apparently accepted without quostionj 
by the student body. When one of them received a 'call' (Berufung) to another 
chair in 1959,350 students in the Department signed an appeal to the univer- 
that an attempt be made to persuade him to stay. This, by German univer- sity 
sity tradition, involved negotiations (Bleibeverhandlungen) over a financial 
incentive - the provision of additional resources - to the department professor 
to remain, which wore granted. Yet by the time of the fieldwork the student 
assembly were supporting an application to the Senator for Higher Education 
in Berlin for an official inquiry into the alleged teaching incompetence of 
the same professor. 
Mounting, dissatisfaction tirith the professors in the Department is indicated 
again some years later in a lecture review in the main student magazine of 
the Free University. The review was restrained in its language and clearly 
concerned to substantiate factually the criticism it brought. It started by 
mentioning the unpopularity of historical philology and the high. number of 
students r, ho failed their exams in the subject. Its main points wore: 
The discussion of the role played by linguistic, psychological, : ,. cultural and historical factors in changes in languago patterns 
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were forced into a framework of historical grammar. It was hence 
piecemeal and lacked theoretical basis. There was no mention of 
the research methods used in philology and no references to relevant 
literature. 
The lecture form is intended to introduce particularly the freshmen 
to the main problems and perspectives of his chosen subject and to 
awaken his curiousity. In practice it is a one-way presentation of 
material, a dessicatod and dubious conglomerate of facts, lacking 
system and reference to other disciplines. The beginner fools he is 
-merely expected to continue the receptive 
learning so familiar to 
him from school. Historical grammar is presented as textbook know- 
ledge and does not encourage him to read the seminal literature - 
even in abridged form - in his courses and seminars. 
10 
The reply of the professor concerned was later to be cited in one of the 
first post-war German books on university teaching methods as a classic 
" example of professorial inflexibility. 
11 It ran: 
I am returning the so-called "review" supposedly "composed" by 
"students" of my Department to the editors of the 'FU-Spiegel. '. 
I have nothing to add, as I am naturally unable to descend to 
the level typical of the magazine. 
The arrogant and academically naive product of your anonymous 
muckraker speaks for itself, as the overwhelming majority of my 
students know. But I am disgusted to see the 'FU-Spiegel' display 
such staggering lack of scruple as to pander to the stupid vanity 
of a cowardly anonymous and thereby injuriously cast suspicion on 
other students of having produced this 'masterpiece'. 
12 
The disturbances on the campus from 1965 to 1967, when the Free University 
became the focal point of the German student revolt, threw a lurking shadow 
over all departments in the University. Mary freshmen had doubtless not 
linked their occurrence with the constellation of domestic and foreign events 
which had precipitated them - the evanescent pre-electoral publicity of Pieht's 
well-founded diagnosis of a national "educational catastrophe" 
(Bildungskat- 
astrophe), the cyclical depression of 1966, the laming Grand Coalition of the 
same year, the Berkeley revolt, the Vietnam war etc. Few, too, knew of - lot 
alone had considered - such on-campus events as the Kuby and Krippendorff 
affairs. 
13 
But all freshmen and members of the University had their own 
almost lifelong experience of an antiquated education system. The spilling 
over of student anger into mass demonstrations in the hitherto well-ordered 
streets of Berlin, the dogmatic, repressive reactions of the Berlin university 
administration and politicians and the brutality of the police, culminated 
in the shooting, by a policeman, of an innocent student, Benno Ohnesorg, on 
2 June 1967. The dramatic nature of this incident widely affected attitudes 
on the. campus towards the position of the student, to the university 
establishment, towards police and state. 
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From then on there was never a term without disruption on the campus. In 
the Philosophical Faculty there were violent scenes, mass student domonstrat- 
ions and the occupation of the buildings of the other two large language 
departments (the Romance Languages and the German Departments). The English 
Department was in all this time quiet, despite it being physically nearest 
the Auditorium Maximum, the forum of so much student discontent and the start- 
ing point of many political actions. The passivity of the English Department 
students could also be discerned on campus in such unobtrusive details as 
the relative belatedness with which their student assembly produced a 
declaration of protest at Ohnesorg's death, and in the mild sobriety of their 
dress. There was indeed a silent tradition amongst students in the Department 
not to question in public (or officially) the practices of their mentors. 
Some dozen or so student representatives were elected each term, but their 
status in the Department was slight. Their work was highly haphazard. They 
met as a rule once a week, in theory publicly but in practice few others ever 
came. For lack of a student room in the Department the meetings were for a 
long time held in the cellars of the John F. Kennedy Institute, at considerable 
distance from the Department and from the central campus. At those meetings 
there was a staff representative who acted as intermediary with the staff. 
The student representatives themselves had no statutory right to send a 
delegate to the staff meetings, but their main spokesman - and later up to 
three student representatives - were sometimes invited to part of staff 
meetings. The staff meetings tended to be held irregularly and infrequently, 
though their infrequency depended on the professor who, by rotation, happened 
to be the Director of the Department at a given moment. Not direct represent- 
ation but mediation - and then by a junior staff member chosen by the staff 
itself - was the main formal means of student influence on Department policy. 
Beyond this the student representatives convened student assemblies - usually 
two or three a term - but these were rarely attended by more than a quarter 
of the students. 
By the late 1960's, with the growing mutual mistrust between students and 
staff in the Department, social contacts between the two wore well in decline. 
At the sane time the organized student representation, as described above, 
had not yet shed its original notion of running a Department club directed 
primarily at facilitating the extra-curricular social life of the community, 
though in name such a club had ceased to exist. Nor, though, did it yet 
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firmly see itself as holding a mandate for educational initiative, lot 
alone for political action. The result was that it tended to lose itself 
in ramdom detail spread over an arbitrarily wide sphere of activity. This 
is illustrated by the agenda for a single assembly, in November 1967-11+ 
It ranges from, amongst other things, a motion for permission to smoke, in 
one of the library rooms, to the hastened inauguration of a second chair of 
philology for linguistics, from the retention of the annual Christmas party 
to the inauguration of a lecture cycle on the pedagogics of English teaching, 
to a change in the name of the Department "to a more precise one". 
in July 1967 the student representatives produced the first edition of a 
Department magazine. The choice of its title was made the subject of a 
student competition. The entries submitted and the one chosen should have 
given anyone concerned with the future of the Department food for thought. 
The attitudes the entries reflected could largely be categorized as follows: 
Lack of autonomy: The Emperor's Subjects 
His Master's Voice. 
Indignation: Magna Carta, The Tempest. 
Impotence: Frustration, Rion no va plus. 
Cynicism: Rouge at ? doir, 1984, Brave Now World, 
Cui Bono. 
Frivolity: Tomatoes, Rotten Rggsp Bagpipes 
Sedition: Exit the Lords, The Usurper, 
Fifth Column, Rocking Chairs. 
and of a different order. 
Erudition: Suum cuique, Sisyphus. 
. Anglophil. ia: 
The Commoner, The Guardian of the 
Department. 
The title chosen was 'ýubjeotsf, a play on the'senior professor's family 
name, i. e. Kaiser (emperor). 
The first issue of 'Subjects' contained findings from a questionnaire survey 
carried out by. the student representatives on student attitudes towards the 
first two years of the undergraduate course. It rovealod much dissatisfaction. 
The magazine contained the results, too, of a proposal sent out in letters 
to the staff by the student representatives six months earlier that a 'criticism 
week' be held, in which one mid-term session of each course in the Department 
be devoted to discussion of probloms'affeotina the Department. Abrupt refusals 
from a number of staff were reported: "I considor the proposals superfluous 
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and potentially damaging" -a young member of staff; "I sea no need to alter 
my existing practice"; another; "I must categorically refuse", The writer 
ooaplai. nea: 
... hors stubbornly the staff tries to avoid the real issues., ignoring 
them for as long as they can push secondary and formalistic problems 
to the fore ... 
There is a total lack of communication and public debate in the 
Department. A first step would be an institutionalised forum for 15 
discussion and criticism, where questions could be raised openly. 
The writer, later to become one-of the more actively radical students, at 
this stage still expressos the moderate aim of achieving reform through dial- 
ogue with the staff. Another contributor reviewed reading lists of all West 
German English Departments, revealing that the English Department in the Free 
University had a philology reading list lengthier - often many tines so - 
than any other in Germany for the first half of the undergraduate course, 
and twice as long as its nearest rival for-the Fanal Examination. Tho language 
was restrained; there were no radical pleas. Indeed, perhaps the most strongly 
worded article was a declaration by an outsider, the Director of the John 
F. Kennedy Institute, an American professor. It was quite different fron 
anything students were likely to have heard from staff in the English Depart- 
ment. It talked of the "vital service, which, it seems to no, the protesting 
students are performing for freedom and the future role of Berlin in a 
democratic Germany. " It attacked the professors' "essential conservatism and 
complacency". 
3.6 Views of this sort from such a respectable source may have 
played a deep, if elusive part in the chance of mood amongst students in the 
Department that was to occur. Meanwhile an article such as this merely took 
its place-amongst announcements (in the same first issue of 'subjects') of a 
steamer trip and a report of the last staff-student football match, whose 
tone gives an idea of the goodwill that still existed amongst students towards 
the staff: 
It was Y. professor and much-feared centre-forward of the Bluoa, who, 
playing with a stunning lack of orthodo x, always turned up where 
least expected. 117herever he was on the field, neither ball nor goal 
were safe from his attacks. It was after one of his surprise shots 
that the referee, the other professor on the field, oaught everyone 
unawares by pronouncing "Penalty: " Now it was the students' turn to 
provide a memorable example of fair play by not staging a demonstration 
on the spot against this authoritarian display of professorial whim. 17 
On the recommendation of the Permanent Conference of Education Ministors 
(Konferenz der Kulturminister) and the Council for Hither Education (Wissen- 
schaftzrat), the University had introduced a so-called Basic Study Courso 
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(Grundstudiunm) in 1966, which more firmly struotured the syllabus for the 
first two years of the undergraduate course. While its short-comings, aria 
the failure of staff to discuss modifications, had been the cause of a violent 
occupation of the Romance Languages Department, the students in the English 
Department at this stage still widely welcomed the innovation. In fact elder 
students in the Department were concerned also to be allowed to take advanta&, a 
of its provisions. 
Students still manifested a degree of institutional commitment, typified by 
their representatives styling themselves "Department representatives" 
(Insitutsvertretung). In the second edition of 'Subjects', in February 1968, 
there was an - again thought-provoking - student article revealing that 
losses of library books had steadily doubled over the last three years; 
significantly it called upon students to comb their private libraries and. to 
desist from such "sabotage". Nor had the obsequiousness died: student represent- 
atives who were shortly later to be the most militantly left wing in the Depart- 
ment had only just moved from closing their letters to staff with "mit 
vorzueglicher Hochachtung" to a less submissive formula. 
'Subjeot: i' continued to appear - roughly quarterly - over the next one and 
a half years. It published a copious and impressive accumulation of reform 
proposals, at times fundamental and at times in great detail. It collected 
and published statistics on the Department's activities, analysed the composi- 
tion of the teaching programmes and published the next term's programme of 
courses before this could be had elsewhere. The only staff contributors - 
and they also used the magazine as an outlet for reform proposals - were the 
youngest, most liberal professor -a foreigner - and the tyro English Lectors. 
1968 sawn the symptomatic renaming of the 'Department representatives': 
they henceforth called themselves 'student representatives', The first 
student from the English Department ever to do so, stood for election to 
the University student parliament (Konvent). At this time the annual Christ- 
mas party was abolished by the students as being an antiquated "family 
gathering" ("Familienfeier"). Meanwhile the conflict between Berlin students 
on the one side and the university authorities, city council and police on 
the other, had sharpened. Objects of conflict were the Vietnam war) the 
student 'anti-university' (Fritische Uni, versitaet) founded in Borlin in mid- 
1967, the inability to achieve reform concessions on the Basic Study Course 
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particularly in the Romance Languages Department and, most recently, the 
resultant attempt of students literally to force the Philosophical Faculty 
to moot in public. On the Faculty's refusal, the door to a Faculty meeting 
was broken down, fuses removed and the professors left in the dark to continue 
their deliberations by candlelight. On February 7th 1968 the Rectorate's 
office closed the central university building (in which the Auditorium 
Maximum and the English Department were housed) in order to prevent student 
meetings, giving as a reason general misgivings about student plans. This 
produced a declaration of protest by a student assembly in the English 
Department, couched in almost the same words as that made after the death 
of Benno Ohnesorg. 
'In April 1968 the students in the Department set up their own student 
counselling service for freshmen, refusing to give counselling in the same 
room as staff members, until they - the students - were given a third parity 
say in the Department's affairs. However, in the same month a commission 
comprising students, the same young professor referred to earlier and one 
other staff member, put forward a liberal reform proposal for the Basic 
Study Course. This commission was set up on a student suggestion and over 
half its members were students. In other words its composition went further 
towards major student representation than any subsequent student demands in 
the Department at least as far as the 1969 University Law. The proposals 
were unanimously approved at a staff meeting and from then on constituted 
the structure of the Basic Study Course. Their main effect was to allow 
students greater flexibility in the order in which they took parts of the 
Intermediate Examination, at the same time solving a difficulty for the staff 
in that it had been belatedly realized that there were no legal means of 
enforcing the time limit of four terms for the Basic Study Course. 
In the same month three student representatives were, on their ovm insistence, 
admitted to the staff discussion of the follovting -term's teaching Irograrano. 
They were horrified by the highly arbitrary manner of its composition, lank 
of any discussion or mention whatsoever of criteria behind the choice of 
course topics, the absence of methodological reflection and the outdatodness 
of the proposals put forward. A report on their reactions by the student 
representatives deplored the absence of student consultation'and recorded 
their groom scepticism towards the state of affairs in the Departnont,, 
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but offered help in reaching consensus. 
J 
A reply by seven of the non-professorial staff (Mittolbau), professed their 
readiness to cooperate, too, but blamed the students for not attending the 
kind of course they themselves were requesting, for severing communication 
by, for example, discontinuing the traditional social engagements with the 
staff and for not conducting counselling jointly with the staff. They blamod 
the professors for not granting them, the 'Llittelbau', an appropriate say 
in the affairs of the Department. Their attitude was defensive, with blame 
cast above and below them in the academic hierarchy, and none taken upon 
themselves, 18 
' In day 1968, the Director of the John F. Kennedy Institute suggested co- 
ordination of the teaching programme offered by the English Department and 
the John F. Kennedy Institute; the inglish Department staff aid not take 
up the offer. 
The legislative debate in the Bonn 'Bundestag' in the same month on the 
proposed Emergency Laus (2lotstandsdesotze), with the protests it called 
forth throughout German Universioites amongst students and eminent professors, 
produced the first real impact of national events upon the Department and 
the first threat of a student strike in its history. The student representatives 
voted for a strike by a majority of 15 to 9. They voted for pickets, but 
decided against do-ins. The inter-departmental cooperation that the staff 
had neglected the students achieved in that their student representatives 
now hold their weekly sessions regularly with the student representatives 
of the John F. Kennedy Institute. ' The two groups invited their staffs in 
polite and individual letters to a discussion, outside official courses, of. 
the Emergency Laws. Of forty-two staff, five came, - again to of these wore 
the English lectors. The student representatives thereupon called an extra- 
ordinary general assembly of the students of both. departments at which they 
presented a motion calling; for a fifteen minute discussion-on : the Thnordenoy 
Lars in all courses "in solidarity with other students of-the Milosophieal 
Faculty and the whole university". The motion was passed by 67 to 28 votes. 
19 
The Rector and the Academic Senate of the Free University, under the-pressure 
of protest throughout the university, produced a. stronuly rrordod-omotional 
declaration adopting no position towards th©=Lmergenoy, Laws thetnsolves, Aut'---. ', 
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offering, rooms for discussion outside lecture eoursos. 
20 The student 
representatives in the two departments meanwhile asked their respective 
teaching staff to express their views on these Laws. The majority of the 
English Department staff brought out a statement that they shared general 
misgivings about the lairs but condemned any interference with teaching courses. 
The confrontation was starker than any yet experienced in the Department, 
with the staff declaring, "vie refuse to allow a group of people in the 
Department to prescribe to staff and students when, where and how they should 
express their views on political issues of the day". 
21 The students, for 
their part, attacked their academic discipline with a new harshness - "the 
student assembly refuses to be fed supposedly value-free education by 
supposedly value-free and objective teachers" - and the Department's sub- 
3eetion to "authoritarian and undemocratic mechanisms of subjection". 
22 
At this time a group of students - mainly the John F. Kennedy Institute 
contingent of student representatives - produced pamphlets attacking the 
student. representatives of the English Department for their passivity$23 A 
member of staff confiscated these. The student representatives protested. 
The member of staff replaced the pamphlets. The Director of the Department 
thereupon removed them again. The student representatives wrote an open 
letter demanding the replacement of the leaflets and an explanation from the 
Director. In a new leaflet they accused the member of staff rho 'had removed 
the leaflets of '1einungsterror' and authoritarian censorship, 
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whereupon 
the member of staff concerned took the leading student representative to 
court for libel. The Director of the English Department published a notice 
explaining that he had been affronted by the tone of the leaflets, a tone 
to which he had not been accustomed in his own student days. The student rep- 
resontatives replied that if less emphasis had been put on etiquette and 
more on democracy forty years earlier, subsequent German history might have 
looked very different. 
Two weeks later a circular from the Doan25 to all staff members of the 
Philosophical Faculty stressed their "official duty" (Dienst flicht not to 
let politicAl discussions interfere with their regular courses, oven if a 
majority of the course members voted otherwise. Members of staff were to 
warn would-be disturbers of courses throe times, in accordance with civil 
law. If this was inoffectivo, to break off the session and report the incident 
in writing to the Doan. Brief political doolarationsby teachers in courses 
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wore allowed, but beyond this discussions must be 'outsiao' (again undorlinod) 
the lecture room. 
A fortnight later the student representatives addressed an open letter to 
the professors of the Department, claiming this to be the only means left 
of gaining their attention. In moderate language it accused them of undemo- 
cratic and ignominious treatment of student delegates to staff meetings, do- 
signed to remove students from participation in decision-making. The pamphlet 
politely requested a reply. None came. 
A further incitement to student rancour was the professorial cancellation, 
in July 1968, of a planned experimental course for the following term on 
"Fanny Hill", which had been prepared by a lecturer on the staff in consult- 
ation with students, and which had met with considerable interest. Referring 
to their previous leaflet, the student representatives wrote: 
By again writing an open letter, we wish to demonstrate that we have 
no wish to break off contact; on the contrary, we want to be heard 
and expect answers to our questions. We stress that we are not 
seeking confrontation, but we fear Ru are forcing us, with all your 
in camera decisions, to radicalism. 
The Department stood at a watershed. This was illustrated by the occurrence, 
mithin a few days, on the one hand of the last staff-student football match 
in the ])apartment, on the other, the most damning attack on the Department 
ever made by a students' main spokesman, entitled 'Emergency in the English 
Department', At the start of the Winter Semester-1968/69 the professors 
refused to discuss the next term's teaching programme on the basis of the 
'Subjects' article on the matter five months earlier and refused to open 
Planning of the teaching programme to a student public. They suggested the 
students put forward a precise teaching plan of their own within four weeks, 
which could be discussed by the staff and three student representatives. They 
warned that the outcome of any such deliberations could come into effect at 
the earliest a year later. At the same time the professors mach a statement 
that they could be approached on all matters in their private consulting 
hours, but had no time to answer open letters. 
They were, within a month, called upon to answer much more than an open letter. 
In November 1968 the student representatives "warmly invited" all members 
of the staff to attend "the first teach-in in the history of the Department" 
on the subject of the "quite unique state of disaster" in the Department, 
27 
A leading student representative read a paper entitled "English Studies, the 
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Systematic Destruction of Intellect" . 
28 Taking as its point of departure, 
the disillusion of freshmen entering the Department, it describes the manner 
in which English Studies were taught in the Department as stultifying: 
rote learning followed by a ritualistic regurgitation at arbitrary intervals. 
It takes up Werner Hofmann's argument that a discipline becomes "literary" 
29 
when it reaches a stage where it merely reproduces itself, content with the 
accumulation of what can be discovered, without asking itself what is worth 
discovering. The paper ended vrith Marxist overtones hitherto absent in 
student leaflets: an academic discipline in such a state was easy prey, it 
claimed, for the vested interests of a capitalist society: students should 
no longer tolerate this state of affairs, but force (' wingen") the academic 
discipline to change. 
The 'Mittelbau' had published a declaration that they would not attend, as 
previous experience and their information on the student representatives' 
intentions led them to expect "polemical agitation" rather than "factual 
and objective information". 
30After the event, the student representatives 
published a counter-statement, attacking the staff - particularly the 'flitt- 
olbau' - for their absonce. 
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In January 1969 - two months before the start of the fieldwork for this 
research - the rustication of fourteen students in the Philosophical Faculty, 
mainly for disrupting courses, provoked a strike. It was directed against 
the rustication and the University's disciplinary arrangements in general. 
One professor in the Free University resigned in protest and there were 
declarations by members of staff throughout the university against the measure. 
The University's student union organized a referendum on the rejection of the 
disciplinary arrangements as being a tool of political discrimination. 144% 
of the students in the University voted; of these 60% supported the protest. 
Three days later there was a student assembly in the English Department on 
the issue. It gave a further indication of the way student opinion in the 
Department was moving. The main student representative put forward the follow- 
ing grievances: 
1. Investigation and judgment of disciplinary cases lay in one 
and the same person's hands. 
2. The head of the Discipline Committee of the University was 
an ex-Nazi. 
3. Each member of staff could decide arbitrarily what. constituted 
a "disturbance" on his course, so that protests-against the, 
most incompetent courses in the Department could be dismissed 
as disturbances. 
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At this same assembly the student reprosontativo at Faculty level - not an 
Anglist - gave a report on the last Faculty session, at which the English 
Department philology professor had refused to grant an application from an 
experienced senior lecturer in the Department to examine in Finals, although 
this was widely desired by students. One of the more conservative students 
active in the Department's student politics proposed a resolution in protest 
against the current disciplinary proceedings. Insofar as they are being used 
for political discrimination, teaching courses in the coming week should be 
used to discuss: 
1. Legal aspects of rustication, disciplinary and penal sanctions. 
2. The teaching courses themselves. 
3. Formulation of a students' proposal with regard to univorsity 
discipline. 
It was passed by 70 to 58 votes. 
The staff reacted by republishing a statement by the Dean from the time of 
the controvercy over the Emergency Laws in the previous years the programme 
for a given teaching session could not be altered, even following a majority 
vote by participants on the course; teachers could merely make a brief 
statement on current political events at the start of the session. The enaet- 
ment of the student assembly resolution was thus blocked by an a priori 
formalistic ruling. At this, three student representatives made various de- 
putations to the Director of the Department and the Rectorate. The Rectorate 
sent a letter to the Director of the English Department, watering down the 
Dean's ruling to the extent that it declared no teacher could be expected to 
conduct a course contrary to the wishes of his students. 
students in the Department meanwhile put out a loaflet claiming that the 
professors "hast for the nth time refused to rospeot a vote by the student 
assembly" and announcing a further assembly. 
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There was still no, reaotion 
from the staff. 
On January 22nd, this student assembly was duly held. There was a large 
attendance by the students; all the '1Littolbau' were there, as was the 
Director of the Department. The Director gave assurances that in the past ho 
had refrained from revealing students' names to the Disciplinary Committee 
of the university. "As Father of the Department, [he hag no intention of 
letting his children ... ". This declaration made a marked impact, but not 
that intended; an emergent student loader instantly protested that'this 
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patriachal attitude was the very root of all trouble in the Department. The 
Director at once left the assembly in protest and without a further word. 
There followed mutual recriminations between students and°'Mittolbau'. 
Another emergent stuaont radical protested that for years students had tried 
in vain to start a d. ialoßuo with the staff; it was useless. 
The students put a resolution asking the stafr for a declaration by the middle 
of the following week that they slid not foal bound to apply the existing 
disciplinary procedures in their present form in the English Department. The 
motion was coupled with the threat that if it was not complied with there 
would be a student strike - with measures, though, to prevent interference 
with the work of examination candidates. This package resoBttion was passed 
by a majority of 82 to 38. A motion called for strike enforcement by pickets 
was narrowly rejected by 56 to 54.33 
On January 23rd disturbances in the University reached a climax when a growing 
mass of students toured the university, storming several institutes and 
administrative buildings. They had started from a largo meeting in the 
Auditorium Maximum next to the English Department. There an Anglist who had 
emerged for the first time as an active student radical at the last assembly 
in the Department, urged that they first "pay a visit" to the English Depart- 
ment, as it was only a stone's throw away and was in any case a bastion of 
reaction. About 200 students, including this Anglist and the Department's 
main student represontativo swarmed into the Department. They spray-paintod 
the walls of the gallery in red with the slogans "Mao Was Here" and "Rustioate 
Kaiser". Two glass doors to staff offices were broken in and a valuable 
privately owned oil-painting in the Director's room wilfully damaged. Walls 
were daubed with red paint, there were traces of blood, cupboards were broken 
into, although their keys were still in the locks, offices had been ransacked. 
The students stole staff files, blank examination forms and a variety of 
stationery. 
The following morning the staff mot. They were incensed at a speech made 
the previous day by the Senator for Higher Education in the city parliament 
playing down the disturbanoos at the-Univorsity. The polioo, who had boon 
called, expressed disapproval too of this official policy, both verbally and 
by apparent reluctance to colloot evidence of the destruction wraught the 
previous day. The professors of the Department then mot in private, to the 
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disconcertment of some of the staff, who were called in only lator. On 
hearing that the professors had decided to continue courses as normal, some 
of the junior staff declared they were not prepared to teach, as they were 
no longer *confident that the Senator would ensure their safety. There were 
acrimonious accusations that the Senator was neglecting his duties. 
Under staff pressure to act, the professors then called the Dean to come 
over, which he promised, but failed to do. The staff then drafted a letter 
to the Dean, requesting that the-Department be closed, as their safety was 
no longer guaranteed. A copy was hung at the entrance to the Department. 
Meanwhile a gathering of students were meeting in the Department library. 
Tiro of the radical leaders recently to emerge amongst them pleaded for 
"further action", but were alone in doing so; in fact one was reprimanded 
by fellow students for participating in the vandalism the day before. Some 
members of the Department staff looked in on this meeting and misleadingly 
reported back to the professors that "further action" was being planned. 
Thereupon, and mainly on the reports of two of the most right-wing members 
of the staff, the Director decided to close the Department. He first entered 
the one half of the library (as stated earlier, the library consisted of 
two separate rooms) where only a few students were quietly working, and told 
them they must leave at once or he would call the police. He met with uncomp- 
rehonding indignation and protest. In the other half of the library, where 
students meetings had hitherto been tolerated, he was asked for a reason, 
and replied that he owed no explanation, he was the 'Hausherr' i. e. was legally 
authorised to order people to leave the promises. Ho thereupon tried to obtain 
authorisation from the Rectorate for police intervention, and was told this 
could be provided only at a loss provocative moment, i. e. after 9 p. m. when 
the Department was due to close. The Director therefore ordered the assistant 
lecturers to close the Department, let out students, but lot none in. The 
assistants looked themselves in only to discover that students could enter 
the Department by a ladder let down from a skylight. The assistants then 
withdrew to the staff offices. A student soon appeared asking for the file 
of student addresses as he wished to invite fellow students to an assembly. 
This was refused, but granted the following day on the mediation of a 
reputedly conservative student. One junior lecturer nevertheless demonstratively 
refused to help his colleagues put the addresses togothor. - 
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Thus the Director, in dociding to close the Department, had taken a measure 
or doubtful wisdom, on the basis of wrong information from his own subord- 
inates. His entrance into an inappropriate part of the library was the next 
in a series of repercussive actions. Only that evening did some of the staff 
realize what had been done. 
On January 29th, with the Department still closed, the planned student assembly 
took place with a record attendance of around 300 students. The students 
were clearly outraged by the closure of the Department. Opinion there moved 
increasingly towards approving the action taken by the Anglist who had called 
in the invasion from the Auditorium Maximum the Creek before. Eventually a 
motion was passed by 123 to 67 oondemning violence in principle, but approving 
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this student's action. A student ultimatum was set that the library be opened 
by noon the follotiring day, otherwise it viould be opened by force. 
The next morning, January 30th, the staff met at 10.30 a. m. The student 
represantatives had refused to send a delegation to the Director. The police 
wore called. They came at five minutes to twelve and occupied the Department 
for the first time in its history. 150 to 200 students had gathered on the 
scene. They sent a delegation of three to negotiate with the professors. 
The latter put their point of view: libraries were for working in. The 
students: discussion of our studies is part of our work. The Director offered 
his lecture room for this purpose, at least at the times whon his own oourses 
would otherwise be hold thorn. Now that the struggle was in full swing, 
occupation of the library had clearly gained a symbolic valuo, and the 
students were not prepared to relinquish it. The announcement of the stalo- 
mate produced whistles and hissing from the assembled students as did a brief 
appearance of the Director. The police thereupon cleared the building, as 
a now invasion was feared from a student meeting in the Auditorium Maximum. 
The students decided to found a student-run rival English Dopartmont.. But 
novor did. 
The following day the Director rooponod the library, on condition that it 
was not used for discussions. The main student spokesman whose status as a 
student loader had been confirmed by-his decisive behaviour in the crisis, 
was not present. The students there were consequently . on their own admission - 
at a loss as to that to do. They eventually continued to discuss in the 
library, which they vacated punctually at olosina time. They: had, however, 
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stolen one assistant lootur©r's keys to tho Department,, so a large number 
of locks were hurriedly changed on staff request - an aot symbolio of the 
lack of trust that prcvai. led. 
On February lath, the students reoccupied the library, this time staying on 
after closing hours. A right-wing lecturer called the police. The students 
fetched reinforcements from other departments and barricaded themselves in 
the library. The police cargo with 50 men, but finding that the staff had 
withdrawn behind a door, had no authority to act and had to retreat, out- 
numbered by the students, to a chorus of "Cops out! " ("Bullen raus: ") 
The next day the staff met again in ignorance of a student ultimatum that 
they reopen the Department by 1 p. m., failing which they would climb in. 
The staff started deliberating whether to close the Department completely. 
One o'clock came and 30 to 2.0 students reoccupied the library, The Director 
sent for the police again, apparently after initial objections to this from 
the Rectorate. Two hundred policemen cane. Their leader told the two professors 
present that they could clear the library and take names and addresses, 
but could not prevent it being reoccupied: holding the Department by force 
could involve danger to life, in view of the open gallery thorn and a 
vulnerable glass facade facing the Auditorium Maximum. Accounts varied as 
to the degree of warning the Director gave the encircled students, but the 
police moved in and those remaining in the library were let out. The Director 
left the Department to whistles and a "Sieg Heil: " chorus. The police with- 
drevr. The students broke down a door and reoccupied the library. There wero 
recriminations between the Rectorate, Curator and polico on the one hand, 
the Dean and. the Department on the other. That night the Director suffered 
a severe heart attack and retired fron the fray. 
On February 6th the 'Mittelbau' hold a meeting in the cellar of the local 
'Rathaus' to decide their position. Time and again attempts had been made 
to achieve unanimous decisions -a leaflet put out or a notice put up. in the 
name of all the staff or the '11ittelbau'. This mooting, too, was apparently 
called to produce a unanimous decision for closure of the Department. But 
the '?. littolbau' revealed itself to be split. A minority claimed the closure 
of the Department had been a stupid error, antagonizing and alienating 
students, that one was essentially at the university for the students' 
benefit and that the Department should resume its work. The groat majority 
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olaimed that members of staff were in personal danger, even of their lives 
(one staff member had had a vrindow broken by a stone), that the Senator had 
allowed the secretarial staff to stay at home, that to make a concession 
was to open a dangerous precedent. There were bitter and highly personal 
incriminations and accusations of political complicity with students. A 
participant at the meeting: "It was one of the nastiest things I have ever 
attended". In the midst of it the Dean rang, announcing that he wanted to 
reopen the Department and requesting assistance. One of the more liberal 
members offered to help him but no group decision in support could be achieved. 
For could a collective professorial decision be obtained: the Director was 
not answering the phone, one professor was still on sick leave, one of the 
two remaining professors in the Department, himself on sabbatical leave, 
telephoned that his colleague had departed for an unknown destination. He, 
himself, was against reopening the Department. Meanwhile the Dean, puzzled 
that none of the 'Mittelbau' had come and himself having no key, had had the 
Department reopened by a man in workers' clothes. He, the Dean, was prepared 
to sit in the caretaker's kiosk at the entrance until a member of staff came. 
Spite was shown towards the member of the 'Hittelbau' selected by the Dean 
as their spokesman. He left for the Department. The remainder of the 'Mittel- 
bau' thereupon wrote a declaration to the Dean noting that he had reopened 
the Department, was taking responsibility for the premises, but not for the 
staff. They would return to work voluntarily only if each were given keys to 
the new looks. The Dean repeated that if no-one else would do duty he would 
sit at the caretaker's post himself. The next morning, February 7th, the 
'Mittelbau' member who had been subject to attack from his colleagues the 
day before had a heart attack. The Dean meanwhile had made an arrangement with 
left-wing students who had led the occupation of the library, that they man 
the caretaker's kiosk. Those were later relieved by student academic assistants. 
The Department was open again. Things were quiet. 
On February 11th, with the end of term approaching, the 'ILittolbau' met again. 
At first there was- a lengthy discussion about keys, as it had been revealed 
that the new looks could not be opened by the staff skeleton koys. Suitable 
replacement locks would take twelve-weeks to arrive. The Director was still 
ill and the remaining professor was away from Berlin. The Dean had asked a 
senior 'Mittelbau' member to take over temporarily the running of the Departmont. 
This man found himself the target of searing anger and irony, was mookod, 
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humiliated and was refused cooperation by his eolleaGues. The Director was 
reported to have given instructions, too, that only a professor was to run 
the Department. 
In the following week the Department's Intermediate Examinations were held 
under police protection. They were, hovrever, disturbed by students, in one 
case using loud speakers to shout answers to questions into the guarded exam- 
ination room. 
By February 17th, the one remaining professor was in London. He had reportedly 
said that the Dean had taken on responsibility for the Department. The Dean's 
office announced, though, that the '11ittelbau' member previously selected 
by the Dean as an intermediary had been put in charge. The latter knew nothing 
of this, and the Dean was away, ill. The arrival of the Spring vacation at 
least temporarily reprieved the staff and the Faculty from having to decide 
who was in charge of the Department. 
This takes us up to the point at which the field work began. Looking back 
at the events described, there are a number of leads for analysis of the 
Department. The historical context and the institutional setting examined in 
Chapters II and III are seen to influence subsequent behaviour patterns in 
the Department, most obviously perhaps on the part of the professors and in 
the lack of a superordinate authority or external arbiter in the University 
to intervene in the event of abuse, stalemate or chaos in departments. 
Contemporary events off the campus (Benno Ohnosorg's death, the Emergency 
Laws), and others on it but outside the Department (the conflict over rust- 
ication), work as catalysts to the outbreak of aggression and open conflict, 
One sees the silent complicity of architectural arrangements (the proximity 
of the Auditorium Maximum, the height of the gallery). The students initially 
express their mounting dissatisfaction with the education provided by 
producing a massive accumulation of reform proposals and initiatives, both 
detailed and more broadly conceptual (draft syllabuses, suggestions for course 
structures, a constitution for the Department), so that the students were in 
fact doing copious work (questionnaire surveys on the structure of courses, 
revision of reading lists, analysis of the teaching programme, student coun- 
selling) that the staff should have been doing themselves. Although the staff 
slid not see their work in this light, they may have born resentment at the 
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'presumption' of the students. At oll events, the failure of the staff to 
respond to these initiatives was a source of growing impatience and anger 
amongst the students. Under the pressure of more overt student discontent, 
latent division within the staff, particularly the 'Mittelbau', becomes 
manifest. The remoteness of the professors from the students and from the 
'LLittelbau' is laid bare, though unanimous staff statements continue to appear. 
The students, in disinterest and disgust, break off social contact with the 
staff, who reciprocate by further reducing academic contact. There is aware- 
ness of the communication gap on both sides and the wish to bridge it, but 
inability to do so. No outside authority within the university is sufficiently 
informed or interested to mediate until the crisis has well developed. 
The student protest had swollen sluggishly and visibly over a matter of 
years: for a long time the students in the Department remained peaceful and 
unconfident. At every stage of their waxing militancy, they require a precise 
role model from outside: they pick up the issues of Ohnesorg, Emergency Laws 
and rustication only after these have caused strong ripplies elsewhore on 
the campus; the very succession of names the students give themselves - from 
'Institutsvertretung' to 'Studentenvertrotung' to 'Ad hoc Group' - are copied 
from students in other departments, as, too, are the slogans they use. They 
initially express their support for actions in other departments; violence 
in their department has literally to be imported from outside, and when it 
produces counter-action from the staff, help is at first sought from students 
in other departments. 
Staff and students become locked in an escalation which only the end of 
semester breaks. It produces different patterns on either side. The students 
tend to draw back aftor each new forceful step they take: the invasion of ' 
the Department is followed by a declaration against force, the occupation of 
the library is followed by conciliation missions to the Rectorate. The staff, 
on the other hand, tend to it still at least until threatened by the next 
drastic measure, in the shadow of which they overreact, sometimes ensuring 
the occurence of the very events to which, in anticipation, they are responding 
(as when both halves of the library were first closed). While within the 
student camp escalation fosters solidarity and radicalism, amongst the staff 
it produces schism and panic. Broad reasons for this difference in behaviour 
patterns can already be found. The students vastly outnumber the staff. If 
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they are not at first politically organized within the Department, they all - 
unlike the staff - at least formally belong to an association on the campus. 
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In crisis, the solidarity of being, however loosely, part of a wider group 
engaged in a broader revolt could be a motive force. The students - again 
unlike the staff - were on the offensive, fighting for a goal. The large 
part of the staff were on the defensive, forced to uphold a system which was 
causing there large frustration. Unlike the students, the staff was potentially 
and structurally at odds with itself, in that its vast majority were highly 
dependent on a small minority within its own ranks. 
35 Vlhereas most staff 
members were insecure in that their careers could be blocked, or they could 
easily be dismissed, events had shown it was not easy to rusticate a student. 
Finally, the inability of the 'Mittelbau' to reach collective decision must 
have stemmed in some measure from their lack of experience - in a directorial 
regime - of collective decision-making. 
The events of the summer semester of 1969, when the field work for this 
project started, and those of the next two semesters during which the field 
work proceeded, will not be covered in detail hero. They will be considered 
mainly in the chapters on freshmen, student politics and the academic staff. 
The summer term started though, with the repercussions of the disturbed 
Intermediate Examinations of the semester before. The philology professor 
had annulled the results of the examination interrupted by megaphone messages. 
This led individual students and groups of them to display open letters of 
protest and to appeal to the Senator. A further new development was the 
persistent disturbance of a number of teaching courses in the Department by 
'go-ins'. The disturbances were directed against the emphasis given to Early 
English in the syllabus, the approach to literature of certain members of 
staff, formal eligibility requirements, lank of participation in the struet-, 
uring of courses and prevailing teaching measures. The staff published a 
warning that if more courses were disturbed, they might, in solidarity with 
the teachers concerned, close the Department. A month later, when the distur- 
bances had passed their peak and were on the decline, to the dismay of many 
students, the Directors suddenly closed the Department. Students were requested 
to sign a statement denouncing the activities of their more militant follow- 
students, i. e. those disturbing courses. The staff declared they would reopen 
the Department only if they were given this support by a sizeable proportion 
of students. In the event only some 3e of the students written to did sign. 
The staff - with considerable loss of face - claimed this to show adequate 
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support and thus provisionally reopened the Department a week after its 
closure. 
At the point at which the Department was closed the student representatives 
probably had more support behind them than they had had in any time in the 
preceding two years. But apart from lodging official complaints to the Senator 
against two of the staff, including one professor, for neglect of duties and 
incompetence, they made no sustained attempt at this point to mobilize 
student opinion. The term ended relatively peacefully, though not without 
one or two courses being cancelled and a court case being brought by a staff 
member against one of the students for disrupting his teaching. The following 
Semester, Winter 1969, the Ad hoc Group, now the only collective representation 
students had, wL *ew 'under ground'. Although the group saw the reopening of 
the Department as a moral victory, it had become aware of its oun failure to 
achieve tangible change. Not only was it confronted with the statutory 
strength of staff pourer, but the imminent introduction of the New University 
Law in the summer of 1969 was serving as a sedative to student discontent. 
When the Department was closed, the group had found itself ridiculed before 
its own student assembly by a Marxist from the Romance Languages Department, 
and, moving, with a campus trend, decided it needed a better theoretical foot- 
ing and political base. It thus started to concentrate on its own political 
"schooling" and on recruiting freshmen. In this situation - the organized 
opposition now under ground - the chance of dialogue had been banished even 
further, without steps having been taken to remedy the causes of rancour. 
The developments described in this chapter'should not be thought to be the 
simple consequence of the move from "family unit" to a "mass organisation". 
36 
Over the five years leading up to the fieldwork and during which the 
escalation desribed took place, student numbers in the Department were steadily 
falling, those of the staff increasing. The staff-student ratio - as stated 
earlier - was thus, in quantitative terms, improving. Nor is it possible to 
explain the developments simply in terms of the accumulative impact of the 
student revolt, as is demonstrated by the very different quiesconce-effer- 
voscence curves of different departments in the Philosophical Faculty and 
the wider University at the time. Instead, both staff-student ratios and 
repercussions of the student revolt have to be seen as merely two factors 
amongst many affeotina the operation of the Dopartmont. 
11 
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Freie Universitaet Berlin, Personal- und Vorlesungsverzeichnis 
Wintersemester 191113/1+9, pp. 17-20. 
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1970/71, pp. 113-117- 
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Department. 
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Department. 
7 See Chapter III9 p. l5. 
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W. Huebner, Die Kunstprosa, p. 2. 
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to student disturbances which wore milestones in the mounting tension 
on the campus in the mid-1960's. 
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Studentenvertretun., des Englisohen Seminars, Hinweise zur 
Geschaeftsordnun von Vollversammlungen, mimeograph, undated. 
15 i7. PePrott6'Seminarkritik' in Subjects. ,, Informationsblatt der Antºlisten 
or PU Berlin, No. 1, mimeograph, July 1967, pp. 3-5. 
16 
Ibid.: C. H. Pdichols, 'Profes'sors vs. Students' 8. s pp. 7-8. 
17 
Ibid.: H. Morker, 'Fussball', p. 5- 
18 
W. Gauger et a].., Ste11un rahme,. mimeograph, 20th may 1968. 
19 
Frotolcoll der Ausserordentlichen Vollversaimlunr, der Anrgli 
Amerikanisten am 2)1.. V. 1968, mimeograph, undateä 
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20 Undated printed announcement of a resolution passed by the Academic 
Senate of the FU on 25 May 1968. 
21 Untitled notice, mimeograph., 25 May 1968. 
22 Vorlage zu einer Resolution, mimeograph, presented at a student 
assembly in the English Department on 24. May 1968. 
23 Die SV Pennt;, mimeograph, undated. 
24 P'einungsterror! Autoritaere Zensur! !s mimeograph, undated. , 
25 Mimeographed letter from the Dean to staff members of the Philosophical 
Faculty, dated 7 June 1968. 
26 Studentenvertretung des Englischen Seminars, Offener Brief, mimeograph, 
17 July 1968. 
27 Studentenvertretun, dos Englischen Seminars, Einladung an den Mittelbau 
des En Tischen Seminars, mimeograph, undated. 
28 Studentonvertretung des Englischen Seminars, Anglistik als 
systematische Stoerung_ eisti, eý n Reichtums, mimeograph, undated. 
29 W. Iliofmann, Universitaet, Ideologie, Gesellschaft, Frankfurt, 1968. 
30 Untitled notice, 19 November 1968. 
31 Studentenvertretung des Englischen Seminars, Hat der 1'ittolbau gekniffen?, 
mimeograph, 22 November 198. 32 Studentenvertretung dos Englischen Seminars, Vollversarnmluni 22.1.69, 
mimeograph, undated. 
33 Handwritten record in the files of the 'Studentenvertretung'. 
34 
The 'Allgemeiner Studentenausschuss. 
35 
See Chapter XV. 
36 A play on the almost Toenniesian contrast between 'Familienbetrieb' 
and '1, iassenbetrieb', sometimes used to explain dysfunctions, in- an 
expanding university and in this Department. 
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V 
OFFICIAL DATA ON THE DEPARTMENT 
The preceding chapter showed that the Philosophical Faculty collected next 
to no systematic data on the Department, and that those files that it did 
hold were governed by fortuitous accretion rather than goal-directed policy. 
It is difficult to see any reason why its data collection on any other 
Department should have been any less haphazard. Requests for data at Faculty 
or Departmental level by the researcher were often met with the recommendation 
to consult the University's Statistics Bureau - this even for data as 
elementary as the number of students in the Department. 
It was obviously important to find how far existing practices in the collection 
of German university statistics furnished the data that could enable the 
type of structural analysis called for in Chapter I. The data collected by 
the statistics offices of German universities were predominantly standard- 
ised under a Federal - State agreement by which data was collected in the 
university by the university, passed on for processing to Regional Statistics 
Offices, from whence it was sont on to the National Statistics Office in 
Wiesbaden. A selection of the aggregate statistics for all universities was 
published with a three year timo lag. 
The present chapter is concerned to show horn much could be usefully elicited 
about the Department by talking various types of official data. Four sets 
of existing data will be used. Three of them differed from each other in 
the extent that they could be said to 'exist', i. e. did not require piooing 
together by the researcher. Firstly, elementary information on the formal 
organisation of the Department and its courses, of the kind that could be 
gleaned from the official University Lecture List and the eyolostyled 
sheets issued to students in the Department. 
1 
Secondly, the statistics 
published twice a year by the University Statistics Bureau. Thirdly, 
National university statistics. And fourthly, findings arrived at by second- 
ary analysis of unpublished data obtained from the Berlin Regional Statistics 
Office. 
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1. Data available from Department documents and records 
First, data published on the Department in its own information sheets and. 
in the University Lecture List. At the start of the fieldwork the academic 
staff comprised four full-time professors, five senior lecturers (Akademische 
Raete) and fifteen assistant lecturers (Vlissensohaftliche Assistenten). 
In addition there were two full-time English lectors and six part-time 
lecturers (the latter mostly school teachers giving two courses a week). 
There was one full-time librarian, aided by the majority of the fifteen 
'student academic assistants' (Yissonschaftliehe Hilfsassistenten). Of the 
six non-academic staff - all female - three were secretaries, one a caretaker, 
two cleaners. A visitor to the Department would, obtain no accurate figures 
for the number of students in the Department, but the Department's office 
'ou1d give the number as 379" 
There were no official or published declarations of Departmental goals or 
overall policy, beyond a cryptic fern sentences published in an earlier 
university prospectus. These aolnzowledGed teaching to be the main job prospect 
of graduates from the Department, and then went on to do little more than 
summarizo the re-ulations for the 'Staatsexamen'. 
The three academic courses offered in the Departmentw(re for the first 
'Staatsexamen', the MA and the Doctorate. Attainment of the first 'Staatsex- 
amen' - whose nearest equivalent in England would be a hybrid BA and mA 
combined - formally required a period of at least 44 years' study, While it 
contaimd only a token element of pedagogics (in the 'Philosopliicum' ), it was 
intended as the preliminary qualification for secondary4teaohing, and for 
that alone. In order to obtain a permanent post at a grammar school, one 
has also to pass the second 'Staatsexamen'. This was taken entirely outside 
the university in conjunction with a 1- year period of continuous school 
practice. The nearest British equivalent is the Diploma of Education. The 
second course provided in the Department, the Up is closest to the British 
BA. It auld scarcely be taken in less than three years, butwas not a teaching 
qualification, nor eras it a qualification directed at any one specific 
occupation. Finally, the doctorate; awarded on the basis of a written thesis, 
it did not require. the passing of either of the other two examinations, 
though its. oral component cover either one or two subsidiary sub jeets or. 
the whole area of the discipline in which the thesis was written. The thesis 
oeM be presented after a minimum of four years of , university study. 
J 
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For its teachin. - and research the Department was organised into two sections, 
one for lancuago and one for literature. The syllabus for all three 
qualifications mentioned above required completion of the sage initial 
course, the so-called 'Grundstudium' - or Basic Study Course, For this, 
attendance at the following individual classes was recommended: 
First semester: Introduction to Early English 
Phonetics 
Introduction to Literary Interpretation 
Second semester: The Transition from Early to tLiddle English 
Exercises in the History of Literature 
Survey of English Literature 
Third semester: Introduction to Riddle English 
Exercises in English Syntax 
One optional literary pros©minar 
Fourth semester: Exercises in Middle English 
Basic Terms of Literary Criticism 
All sessions took place weekly and lasted one and a half hours. In addition, 
an introduction to the study of Anglistik was provided as a weekly one hour 
course for freshmen. It will be noticed that all these recommended courses 
are, with the exception of the phonetics and syntax, confined to the history 
of language and literature. Courses in modern English, held largely by the 
two English lectors, could be attended as additional options. In the course 
of the four semesters - or longer if students wished - parts of an inter- 
mediate examination (the 'Zwischenpruefung') had to be passed - in whatever 
sequence the candidate wished. 
2 After students had passed the appropriate 
half of the Intermediate Exam they were required to attend for one semester 
a main seminar (Hauptseminar) in each of the two sections of the Department, 
i. e. in language and literature, though where English was taken as a sub- 
sidiary subject for the L or a doctorate, one of these main seminars was 
remitted. The main seminars differed from the preceding courses in that they 
had to be held by professors; in the course of them a paper had to be written, 
and they score supposed to be more advanced. The professors conducting them 
would subsequently be the student's examiners in his terminal examination. 
Of the terminal examinations, the 'Staatsexamen' is in a category of its 
own, being conducted under the auspices not of the university but - and here 
a reflection of the teacher as civil servant - by a State Examination Board 
(I7issensohaftliches Landespruefungsant) set up at federal state level, 
located entirely off the campus. The examination regulations and syllabus 
4 
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are laid down by the Schools Department of the federal state government - 
i. e. the local education authority. The candidate's professors are invited 
and required to set the written papers and conduct the oral examinations, 
the former under the supervision and the latter under the chairmanship of 
a member of the State Examination Board. In content tho 'Staatsexamen' 
consisted of a Finals thesis (Hausarbeit), which had to be written in Ja. 
months, two 4 hour written papers - one in German on language, one in English 
on literature - and a one hour oral examination conducted partly in English. 
In addition, the 'Philosophicum', an oral examination in philosophy and 
pedagogics, had to be taken after a minimum of three years undergraduate 
study. For the Mk one of the written papers was dispensed with, but the MA 
thesis had to be written in English and the oral examination was conducted 
in English, the main alleviation vis-a-vis the 'Staatsexamen' being that 
the 'Philosophicum' was not required. Unlike the other examinations, a pre- 
requisite for the doctorate was Latin at 'Abitur'. 
3 The doctoral examination 
consisted of the presentation of a written thesis (officially in German or 
Latin) and a two hour oral examination. In all these examinations the re- 
quirements were less where English was the candidate's subsidiary subject. 
2. Data published by the Free University 
The usefulness of the University Statistics Bureau's published data was 
tr 
limited by a number of constraints. First, its statistics offered virtually 
exclusively information on students and not on staff. The only data presented 
on the staff were their global numbers, differentiated solely by rank seniority 
and, in part, by sex. The failure of the university to collect and provide 
data on its staff may in part have reflected the attitude that it was 
beneath the dignity of academic staff to supply, and therefore be approached 
for data on themselves. Indeed, when there was a survey of academic staff 
(in 1966 at the instigation of the National Statistics Office) they were 
required - despite the scarcity of such surveys - to furnish far less infor- 
nation on themselves than were the students term after term. 
Secondly, the University's statistics were based on student entries on the 
official immatriculation forms completed at the start of each term. They 
could thus be no more valid, reliable and complete than the entries made by 
the students themselves. At best they could have been reliable only for the 
start of each respective term -a disadvantage when it comes to measuring 
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mid-term change of subject and drop-out patterns. Thilo response rates were 
vory high (completion of the forms was an administrative precondition of 
matriculation), there was evidence that students did not always take the 
questionnaire seriously. The fact was widely reported to the researcher by 
students themselves and evidenced in the facetiousness and obscenity of 
answers sometimes obtained to open questions on the form. The Berlin Statistics 
Office reported extreme cases where, for example, under date and place of 
birth those of Adolf Hitler were given, where intended occupation was that 
of Prime Minister, where main academic subject was "the empiricial study of 
toilet seats". This non-cooperation with the university's official data 
collection may be put down to the requirement for students to complete 
identical forms term after term; the restriction of the questions to demo- 
graphic and quantitative matter rather than qualitative assessment of students' 
situation and the education provided; the layout of the questionnaire with 
its thick-type imperatives and its heavy grid of pre-code boxes; obscurity 
as to the purpose of the questionnaire; the coupling of its completion with 
an irksome administrative formality (immatriculation) in an unfamiliar 
building of the central university bureaucracy. Students were, in the light 
of events in Berlin, on occasion suspicious of the non-anonymous completion 
of the survey forms as being a concealed tool for political and academic 
discrimination, 
A third limitation was the aggregate level at which the statistics were 
published. The Bureau did not compile statistics on all the data collected. 
Where it did so, it did not always take them lower than Faculty level to the 
it ividual discipline or Department. Nor, of course, was its coupling of 
variablos and attributes always optimal for the purposes of this research. 
The Bureau had, on its own admission, more a clerical role than that of an 
autonomous educational or administrative research unit, 
To illustrate the difficulty of using these statistics: they were found, in 
those years where a comparison was possible, to produce student numbers for 
the Department from 20% to 70iä higher than those recorded by the English 
Department itself, the latter's figures being based on the students rogist- 
oring at the Department's office. 
5 Both sets of figures were inflated by 
the fact that a student could register, then hardly or never set foot in 
the Department during the term. Against this, the Department's own figures 
F. 
i, 
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were subject to deflation and skew. Not all its members bothered to collect 
registration cards or the updating stamp in the Department, despite the loss 
of a term's official recognition this could involve. In recent terms, with 
the prevailing atmosphere of political disturbance and uncertainty, it 
became easier to pass the caretaker's box without such a registration card, 
and the gap between the two sets of figures understandably widened. 
In the framework of the present project, the summer semester of 1970 was 
chosen for analysis of the composition of the overall population of the 
Department. Prom the published statistics it could be seen that the English 
Department in a sense occupied a strategic position in the University, 
6 
As 
an arts subject department, it belonged to the largest faculty: of the 15,000 
students in the University a third were enroled in the Philosophical Faculty, 
which also employed a fifth of the University's academic staff. A further 
breakdown into subject areas showed languages to be the area with the largest 
number of students in the University after medicine and the social sciences. 
And of the eight foreign. language departments in the University, the English 
Department, with officially 638 students, was the largest. In view of the 
increasing importance being attached in the University to the preparation 
of secondary school teachers, 
7 the fact that English was, after German, the 
subject in which the largest number of students were aiming at the 'Staats- 
examen' further underlines the crucial position of such a Department. 
The published statistics showed that the Department was representative in 
other ways, too. In terms of the University as a whole it was a medium size 
Department, and might thus be thought to escape peculiarities of giant and 
dwarf departments. In its fifty-fifty balance between main and subsidiary 
subject students it was approximately modal for the University. 
But the statistics revealed peculiarities in the Department. The distribution 
of staff within the academic hierachy was as follows: 
J 
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Table 1. FULL JU M PART-TIJ, tC ACAD1 C STAFF BY RANK IiIERARCHY SU M1 R S31ESTSR 1970 .0 
FREE 
INIVL'RSITY 
PHILOSOPHICAL 
FACULTY 
ENGLISH 
DEPARTLEOT 
Non emeritus professors ... 
61{. 3 119 If 
Senior lecturers .......... 204. 110 12 Assistant lecturers ....... 1,588 261 9 Part-time lecturers ....... 
ý 210 97 6 
Guest lecturers ........... 45 11 
Total ..................... 2,690 598 31 
Sources: Freie Universitaet Berlin, Studenten und Lehrpersonen 
Sommersemester 1970, p. 6 ff. 
Amended English Department Lecture List SS 1970. 
A further table makes differences clear: 
Table 2. PULL-TI ACADEMIC STAFF 
BY RANK HIL'F3ARCHY SU111 ER SEI, IESTER 1970 
PHILOSOPHICAL ENGLISH 
UNIVERSITY FACULTY DEPARTL NT 
o ý ö 
Non emeritus professors ... 26 24. 17 Senior lecturers .......... 9 23 44 Assistant lecturers ....... 65 53 39 
Tota]. ..........:.......... 100 100 100 
Sources: As for Table 1. 
x 
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The lower ratio of professorial to non-professorial staff in the English 
Department (1: 6) as compared with the University and Faculty (both 1: 4) 
suggests that the Department was formally more monocratio than others. 
One would normally expect the proportion of professorships to vary directly 
with a) the size of the student body, b) the importance which the university 
attachos to the academic field of the Department and o) the extent to 
which tho relevant academic field has become differentiated into spocialisms. 
In a university with an articulated overall recruitment policy, one would 
expect a) to be a function of b). In a university without such a policy 
b) will tend to be a function of a). The latter will also tend to be the 
case the more a university approaches education as a consumer rather than 
an investment commodity. On the basis of the data so far presented, which 
have shown the English Department to be a medium size Department with an 
important role to fill in the University, one would have expected the English 
Department to have at least a normal proportion of professors. In the light 
of what was shown in Chapter III about the development of Anglistik, it may 
be supposed that o) is here the key variable. To the extent that the Idealist 
aspiration to a personal synthesis of knowledge and the Humboldtian concept 
of the professor as polymath survive, the less the tendency will be to 
proliferate professorships. Indications here, then, of the English Department 
being more conservative than the bulk of the arts departments. 
Within the non-professorial staff, even if one eliminates the two English 
lectors as being off the main promotional ladder, the pyramidal form common 
to an efficient hierarchy, is seen, in marked distinction from those of the 
University and Faculty, to be, if anything, inverted. Data on staff age, 
hierarchical role differentiation and other relevant variables werd not avail- 
able in the Free University statistics, but other things being equal, the 
signs are of a career bottleneck at the upper end of the non-professorial 
hierarchy. Hero one might thus expect to find patterns of staff frustration. 
The one other datum available ön staff, at least at Faculty and Department 
{ 
level, was the sex attribute. It was found that while only one in thirteen 
of the Philosophical Faculty professors were women, one In four of the 
English Department professors were. However the fact that there wero only 
four professors alto-ether in the Department makes such a comparison tenuous. 
It was hypothesized that the male selection found in other, studies of, 
university staff9 would be found strongly in a Department already shown to 
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be conservative. In fact the male-female ratio amongst the non-professorial 
full-time academic staff was 4: 1 in both the Faculty and the Department. 
Given, though, that up to the period of the research, non-professorial posts 
were customarily not publicly a dvortised, but filled from within Departments, 
the appropriate base figures are those of the students in the Faculty and 
the Department. Ideally both they and recruitment would have to be studied 
over time. For lack of easily accessible figures, those of the term in 
question were taken. It was found that 41. Eö of the students in the Faculty 
were female, while in the Department the proportion was 4.8.3. The finding 
should clearly be treated with caution, but this difference was not reflected 
in any similar difference in the composition of the academic staff. There 
was similarly slight evidence of progressive male selection within the non- 
professorial staff in the Department in that while 1 in 3 of the assistant 
lecturers was female, only 1 in 5 of the senior lecturers were. None of the 
6 part-time lecturers was. Comparable figures for the Faculty wore not pub- 
li. shed. The calculation of staff-student ratios from these figures and the 
official statistics on students is problematic. 
10 A simple extrapolation 
would give staff-student ratios of 1: 6 in the University, 1: 8 in the Faculty 
and 1: 10 in the Department. 
11 A full-time-equivalent formula would have to 
be applied function by function to both staff and students to make these 
ratios really meaningful. 
12 Globally, they suggest the English Department 
was in a relatively worse position for functions demanding the sheer avail- 
ability of a staff member. But evidence has already been given to show that 
changes in the degree of harmony and discord in staff-student relations in 
this Department were not simply dependent on trends in the overall staff- 
student ratio prevailing. This does not, though, preclude the possibility 
that a relatively high student-staff ratio was part of the predisposing 
condition of subsequent conflict nor that the survival of a relatively low, 
staff-student ratio was a hindrance to remedial action. With regard to the 
teaching function, the fact that assistant lecturers generally taught only 
two hours per week (against six hours by professors and senior lecturers) 
coupled with the low proportion of assistant lecturers in the English Depart- 
ment, meant that the Department could oven come off favorably were a full- 
time equivalent formula applied. Evidence will be presented later to suggest 
that student-staff ratios were not the most important variable in the 
quality of teaching and learning in the Department. ý'3 Of course, though, 
the overall proportion of assistant lecturers with their light teaching loads 
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intensifies the problems caused by high student-staff ratios that 
characterize German universities. 
2 
As can be deduced from the data already presented, the discrepancy between 
the Department figures and those for the rest of the University was greatest 
in the professor-student ratio: in Summer Semester 1970 that for the 
University as a whole was 1: 23, in the Faculty 1: 42 and in the Department 
1: 80. The significance of such a particularly low professor-student ratio 
will be the greater the more successful completion of the course depends on 
student-professor contact. The extent to which, in the Department, it did 
will be examined later. The unusually large proportion of senior lecturers 
in the Department has already been shown. When the number of assistant 
lecturers were related to student figures, the ratios for University, 
Faculty and Department respectively were 1: 19,1: 19 and 1: 46. If professors' 
distinctive contribution to students may be assumed to derive from academic 
acumen, from experience and maturity, and assistant lecturers' from freshness 
to the trade and age-proximity to the students themselves, it is clear 
that students in the English Department could have relatively little access 
to these benefits. The distinctive contribution of more senior non-profess- 
orial staff may similarly be supposed to derive from their intermediate 
position between these two poles; it will, however, later be shovrn how and 
why in the English Department they did not effectively fill this function 
that the distinct shape of the staff in the Department made all the more 
critical. 
Although the published University statistics were almost entirely on students, 
the fact that of the few going below faculty level, every table save one took 
main academic subject rather than department as its population cell meant 
that, beyond the important function of giving a frame of comparison for some 
{ 
variables at University and Faculty level, the statistics were virtually 
useless for analysis of the Department's student body. 
3. 
- 
he 'Grosse Hochschulstatistik' 
The same was true of the'statistics on higher education published each term 
by the Federal and the Berlin State Statistics Offices. 
15 
Both offices under- 
standably published their data in even loss detail for the individual university 
and academic subject than did, for example, the Free University. 
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University figures were frequently aggregated without differentiation for 
all universities in the respective Federal State. English teas often not 
soparated from other foreign languages or oven arts subjocts. From another 
source it was, however, possible to establish at least that the English 
Department was, compared with other English departments in German Universities 
a medium-sized department. 
16 
1i. Unpublished data from the Berlin State Statistics Office. 
For these reasons the data collected from the immatriculation forms of the 
Free University were obtained on punched cards from the Berlin Stat3 Statistics 
Office for all main and subsidiary subject students for the summer semester 
of 1970.17 The Berlin Statistics Office, while publishing in less detail 
'than the Free University's own Office, coded and stored the data approxim- 
ately twice as fully as did the University. 
By way of preliminary, though, it should be noted that there was a 
discrepancy between the figures given by each office for what should have 
been the same number of respondents. It was not possible to find the source 
of error, and neither office could explain the divergence. Conceivably it 
derived from a combination of processing error in one or both of the offices, 
with possibly additional error in the mechanics of providing a special set 
of punched cards for the researcher. 
By coupling the resultant data with that published by the University 
Statistics Bureau, the following comparison could be compiled. 
(Sources of Table 3: Freie Universitaet Berlin, Studenten und Lehrpersonen, 
Sonm©rsemester 1970. Data supplied by the Statistics 
Bureau of the FU Berlin. ) 
t 
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Table 3. COMPARATIVE DATA ON STUDENTS 
STJ Mfl R MIT- STER 1970 
PR PHILOSOPHICAL I ENGLISH 
UNIVERSITY FACULTY 
I 
DEPARTLNJT 
Sex distribution in. 72% in. 58% m. 52 ö 
f. 28% f. 1 2% f. 8ö 
100% 10C% looýý 
Age (mode) m. 26 in. 26 in. 22 
f. 21 f. 21 f. 21 
m+f. 26 m+f. 26 m+f. 21 
Religion Available 
for 1965: 
Prot. 77 Not Prot. 70% 
Cath. 16ö available Cath. 1 
Jewish - Jewish - 
Other 1% Other 2% 
None None 
00 100jo 
Married m. 16% 
f. 11F% 
M. W/o 
f. i6 5f 
M. 12jß 
f. 8% 
m+i . 15 m+f. 1% m+f. 10% 
Proportion of the married, 260 345 37 
married to students 
Proportion of the married a 430 
with children 
Geographical origin of ýY. T3er. 55% ýý. Ber. 57ý 
students 17. Ger. 36% Not W. Ger-37% 
GDR 2% 
Abroad -ý 
available GDR - 
Abroad 
1000 10010 
Origin of T. Gor. students 1. North Rhine 
(rank order of frequency) 2. L. Saxony Not identical 
3. ßad. -S7urt available with that 
2i-. Bavaria of FU 
5. Hesse 
6. S-Holstein 
Father's Self-empl. 
il sere l Ci ti 
30%) 
26%)56P 
26° 5W. 28; ö) ° 
23/`1*) 5 
2) occupa v ona 
status: Employee 360 38iä 38iß 
Working 
class ü(7.0 , 
%(8.3) 
.. 
09.8) 
ý, 
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It will be noticed that the English Department students show a profile 
closely similar to that of the other students. The main distinctions area 
the greater proportion of female students in the Department and the lower 
average age of male students in the English Department. This latter phenom- 
enon was confirmed by more detailed examination, though the difference is 
seen to be less drastic than would appear from the mode: 
Table 4. AGE DISa IBUTION OF ? IALE STUDENTS 
IN THE ENGLISH DEPARTMENT KID THE PHILOSOPHICAL FACULTY 
StThWER SEMESTER 1970 
AGE ENGLISH DEPARTLENT 
MALE STUDMITS 'fo 
REST OF PHILOSOPHICAL FACULTY 
MALE STUDENTS 'ö 
30+ 13.2 14.2 
29 3.5 5.8 
28 6.3 7.8 
27 8.3 10.7 
26 8.0 12.2 
25 7.6 9.0 
24. 8.3 8.1 
23 9. tß 8.8 
22 12.5 9.2 
21 10. x, 7.6 
20 9.7 5.6 
19- 2.8 1.0 
Total 100 100 
Popn. (288) (23+5) 
Sources: As for Table 3. 
The following factors perhaps account for the relative youth of the male 
Anglisten. Anglistik was a school-teaching subject and therefore attracted 
a relatively vocationally orientated student intake. It was known as a 
relatively easy subject with a politically inactive student body. it had a 
far lower proportion of students who had studied for six or more years than 
did other departments in the Faculty. It was not a "mass discipline", as 
was German Studies. Finally, as a relatively accessible school subject, it 
probably had fewer students who had switched from other subjects than was 
the case in certain other disciplines in the Faculty, such as Archeology and 
the more exotic foreign languages. 
r 
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The lower average age in turn appeared to explain the lower proportion of 
married students in the Department: when ago was controlled the difference 
again disappeared. So, of the data tabulated, sex distribution and its 
derivatives remained the major difference from the rest of the student body. 
And if-one took only main subject Anglisten, this difference was reduced to 
a characteristic of arts subjects rather than of English. It is taken up 
later. 
To complete what has so far been the presentation of largely aggregate 
figures for University, Faculty and Department, it should be repeated that 
English is one of the large so-called 'Schulfaecher' or school subjects. In 
all of these a given subject may be taken at school, studied at university 
and subsequently taught at school all by the same person. The danger of 
academic and professional insularity is obvious. There is reason to think 
this is heightened in the case of foreign languages. Once committed to foreign 
languages at university, students tend to see little career alternative other 
than school-teaching. 79% of English Department students were aiming at the 
'Staatsexamen'. Given, too, the rigidity of career patterns in Germany - 
a consequence of the centralist tradition and the bureaucratic mentality 
it fosters - students were unlikely to see many occupational opportunities 
as being open to them outside teaching. This is likely to be more true of 
foreign languages than other school subjects such as the natural sciences 
and mathematics, where there is a larger ready-made supply of white-collar 
jobs outside teaching. Even German, perhaps partly because of the prestige 
it has enjoyed in the schools under teachers who for the large part must 
have been taught or teaching in schools under the Nazi regime, seems a far 
better established avenue to journalism and publishing than are foreign 
languages. In the event it was found that again 791% of the English Department 
students were intending schoolteachers. Of the remainder, four out of five 
were undecided. While there were no figures allowing a comparison of the 
proportion of Anglisten aiming at or taking the MA (i. e. generally committed 
to a career other than school or university teaching) with that of students 
in other subjects, the FU statistics showed that while more men than women 
took the 1A in German, twice as many women as men took it in Anglistik. If 
one assumes that male students are likely to be more career and careerist 
oriented than women, the narrowness of the range of jobs Anglisten saw be- 
fore them seems apparent. 
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Nor was it only a student's main subject that he was likely to have also 
taken at school. The 'Staatsexamen' regulations proseribod that candidates 
had to offer two subjects and that both had. to be 'school subjects'. With 
bureaucratic precision, these had long been specified so as to exclude 
Philosophy, the Social Sciences including Economics and Politics, languages 
such as Spanish, Italian and Chinese, Applied Mathematics and Astrology. 
Ironically, even Education, as a subject, fell under the same axe. The con- 
servative force which such an arrangement must exert on school curricula by 
the teachers it produces and on movements towards interdisciplinarity within 
the university is imaginable. But the subject combinations of the Anglisten 
were prey to a further - voluntary - restraint, for the complementary 
subjects they most commonly chose were again languages. 
Table 5. COMFMIM IITARY SUBJECT OF ENGLISH 
DEPARTMENT STUDENTS Stil ER SE?, EST. R 1970 
STUD] NTS 
1. German ................................... 136 
2. Romance 1anguaxes ........................ 83 3. History .................................. 78 4. Political science ........................ 60 5. Other subjects ........................... 201+ 
Total ......................................... 561 
Source: Data supplied by the Statistics Bureau of the FU Berlin, sea 
Statistics Section T 0/27,28. 
In this sense then, too, a certain academic insularity is indicated. 
So far we have been using the material from the University and Berlin statistics 
offices by comparing aggregate data for three levels of university organisation, 
university, faculty and department. Statistical analysis of those data was 
limited for a number of reasons. Firstly, the data were for the main part 
(here the influence of their being part of a national university census) 
demographic, rather than institutional. Secondly, as stated earlier, their 
validity, reliability and completeness were questionable. For these reasons, 
and also for reasons of time, the analysis used was mainly bivariate, where- 
by sex and class origin were the most yielding factors. 
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The high proportion of female students in the Department might initially be 
supposed to stem from a more pronounced search for security amongst female 
entrants, manifested in the choice of a subject and consequent career thought 
socially acceptable for women. The finding is old. 
18 It is true above all 
of those large 'school subjects' most obviously offering safe prospects of 
subsequent employment, but outside the 'male' preserve of the natural 
sciences and mathematics. They are concentrated within the philosophical 
Faculty. 19 One might take the hypothesis further by supposing that the use 
of language, if not languages, is more readily seen as an 'every-darr' and' 
familiar activity than, say, the use of history. On this basis, the mother 
tongue would appear the softest of language options. The German Department 
did in fact have an even higher proportion of female students than did the 
English Department - this despite the awesome status German at least some- 
times has in schools. One might then go further and expect English, as the 
first foreign language in most schools, and linguistically closer to German, 
to be more frequently chosen by the insecure. However Romance Languages were 
being studied by a greater proportion of women than were either German or 
English, without any particular institutional attraction for school leavers 
being apparent in the Romance Languages Department. The thesis that English 
was attracting a particularly passive intake amongst language students could 
thus be neither proved nor disproved with this data. 
Tho middle and upper class image of the female as a cultured - not necessarily 
professionally qualified - companion or even appendage in marriage, has 
elsewhere been used to explain the concentration of women students from high 
SES background in arts subjects. Data was not available for maldng inter- 
departmental comparison, but the pattern was indicated amongst the English 
Department students: 
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Table 6. ENGLISH DEPARTMLNT STUDENTS 
BY SEX AND FATHSI3' S OCCUPATIONAL STATUS 
sTUD: NTS 
FATHER'S OCCUPATIONAL STATUS 
Self-employed ........... ...................... 
Civil servant ................................ " 
Contracted employee (Angestellter) ............ 
Working class "ýýýýýýýýýýýýýýýýýýýýýýýýýýýýýýý" 
Total 100 100 
(n=269) (n=261) 
Source: Data supplied by the Berlin State Statistics Office. 
The women, apparently coming from wealthier families, were found to be more 
often supported by parental funds and to less frequently undertake paid 
vacation work. There was no difference in intended occupation as between 
the two sexes. More men were aiming for the ?& and more women for a doctorate. 
Without further analysis of the data, it is difficult to give an explanation 
for the relative male preference for the LIA, the appeal of which one might 
assume to be the brevity of the course, its disadvantage the lack of occup- 
ational opportunity it provides for Anglisten. The explanation could be 
that the hA aspirants included a high proportion of subsidiary subject Anglisten, 
or that a particularly large proportion of male . Anglisten aspiring to the 
MBA sought refuge in the more secure haven of the 'Staatsexamen' as their 
Finals approached. The doctoral orientation of female students could be a 
flight from occupational goals. In fact, two thirds of the main subject 
Anglisten who actually took the LA were female. There was a similar disorop- 
anoy between aspirants to a doctorate and those actually accepted as 
doctoral students; two thirds of the latter wore male. As one would expect 
from this and the data presented earlier on the age of male and female 
students, there was a clear pattern of women predominating numerically in 
the first seven terms in the subject, men slightly for the next four terms, 
and heavily in higher terms. These term-to-term figures have to be treated 
with caution because they are erratic and merely cross sectional, but the 
MAL1 I FEMALE 
20 27 
28.5 30 
38.5 37 
13 6 
104 
indication is that the progressive elimination of women, of which there 
was some sign in the staff hierarchy, starts at this stage. It is known 
from other research that the drop-out rate in arts subjects for a cohort 
of students passing through four German universities including the FU be- 
trreen 1957 and 196lß was trice as high for women as for men. 
20 
A composite index of class origin could not be made: specification of 
parents' occupation was too imprecise in the statistics and. there was no 
data on parental income. Fathers' occupational status was found, though, 
to correlate strongly with father's education and was taken as the best 
simple measure of class origin. On this basis it was found that the proportion 
of working class children in the various term-by-term surviving populations 
decreased markedly over the first four terms. This period has been shown 
elsewhere often to be the main drop-out phase. 
21 On the other hand, the pro- 
portion of working class children rose strongly in the fifth year to fall 
back again for higher terms. No correlation could be found with doctoral 
status or envisaged final exam to explain this reversal in trend. One can 
conject that working class children are more prone to capitulate in the face 
of "freshman shock" and that those who survived this had greater difficulty 
(financial or for lack of a home academic environment) to complete their 
course as rapidly as did their middle class peers. 'The dip in the number of 
working class students was most marked in the surviving cohorts who would 
have started their studies in the terms between 1966 and 1968, i. e. at the 
height of the student unrest in Berlin. This may reflect a class-specific 
avoidance of a politicised university and course disruption: the working class 
students having struggled harder to got to university wanting all the more 
to be sure of a clear run. Several such cases were met during the fieldwork. 
Working class children were found to be marginally more sure of thoir intended 
occupation and to tend less frequently to the more exotic jobs - again under- 
standable as a reaction to the struggle behind them. Indeed students with 
a record of pre-university employment and evening course or technical college 
preparation for university were also found to be the most unequivocal as to 
their intended career. And these were the avenues to universities where 
working class children were much more heavily represented than were children 
with fathers in the other occupational status categories. 
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In the way they financod their studies there were 'distinct differences 
between students aiming at the various qualifications obtainable in the 
Department. 'Staatsexa. men' candidates tended more often than others to be 
receiving government grants. This, and the fact that 96fo of them were already 
set on'teaching as their future occupation adds point to the term "beamtete 
Studenten" (students with a civil service mentality) coined in one of the 
student leaflets put out in the Department criticising the passivity which 
it was claimed prevailed. Amongst TA candidates, on the other hand, a 
considerably higher proportion were financing their own studies. The implica- 
tion would seem to be that financial difficulties acted as a spur to take 
the briefest possible academic course. The causal direction was clearly the 
reverse with doctoral candidates who, once their state grants had expired, 
and in the absence of grants for postgraduate work, were also in high measure 
earning their way through university. As would be expected, the higher the 
term of study, the less there was parental financial support, and the more 
often students resorted to earning their ovm keep. 
The lowest semesters in which an accepted doctoral candidate was found were 
the first and the fourth, which suggosts misunderstanding of the official 
questionnaire, or facetiousness, in at least one case. Two thirds of accepted 
doctoral candidates, though, were in their twelfth or higher semester. But 
of all students in their twelfth semester and above, only one in four were 
doctoral candidates, so that this senior group of students can hardly be 
said to constitute anything approaching a formal postgraduate school. 
J. Conclusion 
While the official university statistics were of use mainly to reveal a 
major structural peculiarity of the academic staff and secondly something 
of the social composition of the student body, they showed next to nothing 
about the organisation of the Department and the educational processes 
occurring, in it. On the basis of these statistics, even if they hrd been 
analysed in more detail than was judged to be appropriate here, it would not, 
for example, be possible to compile an incisive set of reform proposals. 
Was the Department beset by many problems? Who, if anyone, was aware of those? 
What of the type and quality of the education provided? 
'What has been shove is that the staff structure in the Department difforeä, 
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in what is clearly a crucial way, from that generally found in other depart- 
ments, while the student body on a number of demographic variables was broadly 
typical for students of the Free University as a whole. The conclusion is 
tempting that one should therefore look primarily to the staff for the 
source of behaviour patterns peculiar to the Department, with the corollary 
that any given reaction by the students wouid. be typical of the way other 
students, at least from a typical section of this university, would have 
reacted, confronted by the same situation. The simplification, if not error, 
in this conclusion illustrates the inadequacy of the data handled in this 
chapter. Nowhere in the University statistics, Lecture Lists etc. 'will one 
find the fact that the Department's academic staff was almost entirely re- 
cruited from its own students. The question thus has to be asked. whether the 
-peculiarity of the staff structure was not the expression of attitudes 
common to the Department as a whole. One has to go beyond the bipartite 
pattern easily derived from Chapter IV, with its chronicle of staff-student 
conflict, and from this chapter. Instead, the Department's structure will 
need to be seen in terms of, and as the outcome - not merely a cause - of 
educational and social processes. It needs to be analysed at the very least 
in terms of two tangential cycles with a single main point of input: 
f 
Figure 3. SIHPLIFIED RECRUITI, 0NT PATH AND TEACHING 
RELATIONSHIP DIAGRAM OF THE ENGLISH DEPARTMENT 
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To do this, though, we shall have to differentiate further and dinstinguish 
the populations shown diagramatically below. The diagram - like most diagrams 
itself a simplification - is an attempt to show the main reeruitmont paths 
and teaching relationships between status populations relevant to the 
operation of the Department. 
Figure 4. ELABORATED RECRUIT A]INT PATH AND TEACHING 
RELATIONSHIP DIAGRAM OF THE ENGLISH DEPARTLIENT 
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Differentiation into these populations is the basis on which attitude und 
behaviour patterns in the Department are examined in the ensuing chapters. 
The main questions posed will be the following. How did the recruitment or 
self-selection to the two cycles start? 'Who did it encompass? With what 
attitudes did recruits come to the Department? That happened to them in the 
course of their stay as students in the Department? How was a minority 
syphoned into the smaller cycle? What processes wore experienced by those 
involved on their way round the two cycles? Finally, what conclusions are 
warranted about the wider societal context of this university department; 
what relevance has the reoearch for other university departments; and to what 
extent was the research approach vindicated by the findings? 
Notes to Chapter V 
See Appendix f. 
2 This liberal arrangement resulted from a recommendation of the staff- 
student commission set up in the Department and referred to in 
Chapter IV, on p. 70. 
3 The 'Abitur' is the secondary school leaving certificate required for 
university entrance. Its nearest English equivalent is the General 
Certificate of Education, Advanced Level. 
During the fieldwork an investigation was conducted by a committee of 
the Berlin parliament into the constitutional legality of student 
political groups in the university. At the same time a number of legal 
proceedings were under way against certain student participants at 
demonstrations and sit-ins. 
5 
This statement is based on the figures presented in the Statistics 
Section, Table and Graph No. T 00/1, Anglistik Students at the Free 
University. 
6 The statistics referred to in the rest of this section of the chapter 
are based on: Freie Universitaot Berlin, Studenten und Lehrpersonen 
Sommersemester 1970, undated mimeograph issued by the FU Statistics 
Bureau, together with the same publication for preceding semesters and 
other data prepared for the author by the Bureau. 
7 In the years after 1969 there were a number of statements by the 
President's Office to this effect, most recently particularly in 
connection with a new law changing the role of the State Examination 
Board and the university in the 'Staatsexament, 
log 
6 
The point is taken up in Chapter RV. 
9 See, for example, H. Angor, Probleme der deutschen Univorsitaot. 
0 
10 On the student side alone because of the uncertainty of student numbers 
in the Department, the absence of statistics and the problem of the 
different weighting required for main and subsidiary subject students. 
11 The data here is based on the crude aggregate official figures for 
main subject students in the University, Faculty and the Department. 
If subsidiary subject students were included., the ratio for the 
Department would be 1: 20. The data needed for the same calculation at 
Faculty and University level were not available. 
12 
P. L. Dressel and Associates, Institutional Research in the University: _ A Handbook, pp. 68-70, discusses the use of full-time-equivalent formulae. 
13 
See particularly Chapter X. 
14 Several sets of these are given in IJ*Jenne at al., Student im Studium, 
pp. 39 and 172. The figures for Germanistik in the summer semester of 
1965, averaged over three universities including the FU are: professor- 
student ratio 1: 275; staff with 'Habilitation' to students 1: 187; 
total staff to students 1: 89 (p. 39), though the formula for arriving 
at these ratios is not given. 
15 
For example: Statistisches Landesamt Berlin (Ed. ),, Die Studierenden an 
den Hochschulen in Berlin'Test - einschliesslich der Paedat ogischen 
Hochseule im Wintersemester 1970171, Berlin, 31. May 1972. 
16 
T. Finkenstaedt and MM. Redelber, er Anglistik 1910, 
17 
The data are presented in the Statistics Section of this thesis under 
the sequence TO/... 
18 See H. Gerstein, Studierende Maeclchen, Munich, 1965. 
19 Organisation for Economic Co-operation and Development, Development 
of Higher Education 1950-1967, Paris, 1970, p. 349- 
20 Namely 53(, "o' against 25j"41 G. Kath et al.. Studiemw, und Stud3enerfolZ, 
P. 175" 
21 OLCD, Development of Higher Education 1950-1967. pp. 198-199. 
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ENTRANTS 
In education systems whose primary, secondary and tertiary sectors are 
rigidly separated from each other and particularly in systems where school 
on the one hand and university on the other are divorced conceptual and 
institutional units, the change in status from school-leaver to freshman is 
likely to be momentous. University entrants may after all be entering from 
the most to the least regimented periods of their lives. The problem will 
be the more acute the less the provision of arrangements for gradual tran- 
sition from the one sector of education to the next. It will be the more 
acute the longer prospective university entrants are kept beyond their mid- 
teens in conventional school surroundings and the greater their dependence 
on their parents. It will be the more acute the lower the market value of 
the school leaving certificate, the less the provision of university places, 
the longer and less flexible the under-graduate course and the narrower the 
range of occupations open, or thought to be open, to the graduate at the 
end of his studies. It will be the more acute the more the existence of such 
circumstances has reached the attention of the sixth form pupils concerned. 
Most education systems in industrialised countries possess these character- 
istics. The evidence for freshmen crisis is international. 
I 
There is reason, 
though, to think that the phenomenon is particularly marked in Germany, 
where the expression "Anfaengersehoek" (freshmen shook) has gained a certain 
currency. Arrangements for fluidity (orientation stages, sixth form colleges 
etc. ) between educational sectors have been introduced only relatively little 
and late. The conceptual gap between school and, university in Germany is 
symbolized by the fact that the central activity of the school is thought 
to be by and large 'merely' "Bildung", while that of the university is 
"Wissenschaft". 2 The status gap between university and school teachers would 
3 
appear to be particularly great. University entrants generally do not 
leavo school until they are 19 or 20. They obtain a leaving certificate 
(the "Abitur") which in itself is not formally recognized by employers as 
an eligibility mark for any occupation, but servos almost exclusively as a 
necessary admission ticket for university. The number of subjects in vhich 
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the demand for university places exceeds the supply is increasing. The 
normal duration of courses is high. So are drop-out rates - itself a sign 
of inflexibility. Formalistic rigidity as to what university qualifications 
qualify for what careers is pronounced. Finally, all these circumstances 
have gained exceptionally wide publicity in the wake of the campaign started 
by Georg Ficht to promote awareness of the educational "emergency" or 
"catastrophe" that threatened the country. 
4 
They were further forced to the' 
attention of a sleeping public by the violence of student revolt in Germany 
in the late 1960's. 
If there were, thus, wider reasons for concentrating on transition to 
university, there were also more immediate arguments for taking student 
entrance to the Department as the starting point of the fieldwork. Firstly, 
because the student body comprised the vast majority of the Department's 
members; and it was known that the staff - at least its non-professorial 
element - was almost entirely recruited from ex-students of the Department. 
To take the main manpower input would, it was hoped, give the chance in the 
course of the study, to compare the initial input with the final output of 
the Department - its graduates. Secondly, if freshmen's difficulties could 
be located early in the fieldwork, the subsequent surveys could in part be 
directed to discovering what in the Department caused dysfunctions so early 
in the student's career, perhaps decisive for the outcome of his experience 
at university. 
5 
Any prospective (voluntary) recruit to an institution will require a degree 
of relevant information - if only that the institution exists - and a degree 
of motivation. Logically one might expect motivation to proceed through a 
funneling down to an ever more specific goal. Hence a decision to study at 
all would precede a decision to study a given academic subject, which in turn 
would precede the choice of a given Department at which to study the subject. 
That this sequence is by no means necessarily followed and that commonly 
used categories of study motivation (academio, liberal education, occupational 
and careerist) are both difficult to disentangle and may operate differently 
at the various stages in the crystallisation of the decision illustrates 
the complexity of the field. In turn, the information - correct or incorrect - 
the potential recruit has, will in large measure determino his expectations 
of the institution. These expectations, including his oxpeotations"of the 
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tasks he will be confronting, may prompt a specific preparation (or 
'anticipatory socialisation') involving the acquisition of now attitudes 
and skills. The four factors - information, motivation, expectations and 
possession of required skills - are all inter-related and will affect the 
smoothness of entrance and adjustment to the new institution. Of course, if 
this smoothness of transition - or 'fit' - is to be achieved. then the infor- 
mation on which anticipatory socialisation is based must have been obtained 
sufficiently early, must be sufficiently complete and valid. 
In view of these considerations, the very limited first hand experience 
pupils and teachers in conventional grammar schools will normally have of 
institutions for further education and of job situations means a specialist 
" . counselling service is necessary in an intermediate position between school, 
further education and occupations. Given the increasing complexity of occup- 
ations and further education, and the consequent problems of surveying, 
let alone communicating, the alternatives available, such a counselling 
service will have to come from a technically competent specialist unit, with 
good two-gray communications to schools, further education establishments 
and to occupations. Hence much will depend on the openness of all these to 
its activities. As, though, such institutional counselling - and here is its 
strength - is essentially mediatory, it must be supplemented by direct 
contact between the pupil and the educational institutions and occupations 
in which he is interested. In turn, if schools, further education and 
occupations are to 'fit' efficiently with each other, they cannot be isolated 
from each other. 
To avoid his wandering down too many blind alleys, it is desirable that the 
school pupil have three main types of professional counselling: psychological 
(so that he may better know his own aptitudes), educational Find occupational. 
These should clearly start well before he leaves school and be seen as an 
integral part of his secondary education - as important a 'subject' as, if { 
not more so than - any other he studies. They should of courso use the range 
of educational technology appropriate and include a combination of individual 
and group counselling. Nor should it be thought that such counselling will 
entirely eliminate the need for - and influence of - informal advice from 
peer group, relatives and acquaintances. 
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There remains the part played by the recipient institution - in our case 
the Department - its openness or otherwise to potential reoruits. One indicator 
of this will be the extent to which it does, or does not, control its intake. 
Various ideal typos of intake control are conceivable: 
Selection of No selection 
students of students 
Recruitment Ugh Medium control 
campaign control (Expansionist) 
No recruitment I Medium control No 
campaign (Restrictionist) control 
'This says something about the possible degrees of control, and the manner 
in which it is exercised, but nothing about criteria on which recruitment 
campaigns and selection procedures may be based. Nor does it say which 
people exercise intake control at which level (departmental, university, 
regional. or national - the latter via standard school-leaving examinations, 
central 'clearing houses' and constitutional provisions on access to higher 
education etc. ). As a rule, the more centralised the intake control the less 
likely it is to be appropriate to the real - as opposed to the nominal - 
activities of the Department. And if intake control policies are not themselves 
to be a source of institutional inefficiency and personal crisis, they have 
to be appropriate not only to potential entrants, but also to the functions 
of the Department. 
I. 
- 
The seconds school education of entrants to the En lish Department 
First impressions from the statistics may suggest that a Pichtian "catastrophe" 
had never been: entrants' assessment of their schools is generally high 
(T]/32)6 the atmosphere in class was thought to be good (T]/27,28), the 
number of pupils in respondents' 6th form class was thought to be about right 
(T]/25,26). Nor does the lack of an embracing and cohesive student community 
in the English Department appear to stem from any inability to form friend- 
ships, or to integrate, that might have been fostered in the schools (Tl/23, " 
24., 29 and 30, though these responses = particularly T2/30 - may well be ego- 
defensive). The secondary school education had furthermore been co-educational 
(Tl/9) and non-sectarian (T1/8). The schools had offered a wealth of organised 
I+ 
extra-curricular aetivites (Ti/10), of which respondents had in turn availed 
themselves (Ti/11). And here, as elsewhere in the findings, there is solid 
approbation of partidpatory democracy (T1/21). 
If, however, one looks closer at the part played by entrants in their school 
community, the picture changes. Two thirds of the entrants had either never 
been a classroom representative (Klassensprecher)7 at any stage in their 
school education or had been so - according to themselves - only nominally 
(Tl/18). Even then, 29 out of 33 respondents assessed the achievement of 
the pupils' coadministration scheme (Schuelermitverwaltung) as being little 
or nothing (T], /l9). Complaints such as the following recurred. 
(What did the coadministration scheme achieve? ) 
Very little indeed ... The pupils weren't interested ... It took a good deal of time and work ... People were more interested in things outside the school ... They were 
pretty disillusioned too: you just couldn't achieve 
anything ... The school was so conservative ... There 
was no chance of getting anything new brought in within 
a reasonable period. We had a three year debate over a 
smoking room. (r 1/21) 
The headmaster always turned a deaf ear, so it was useless. 
We lost interest, and in the end the whole thing folded up. 
(r 1/lß) 
It manageä to get such things as toilet paper provided 
for the loo, but in really important things it could 
achieve damn all. (r 1/L7) 
On the face of such statements it would seem that there is some point to 
this being labelled a 'coadministration' scheme as opposed to the 'oodeter- 
mination' scheme in German industry. 
8 
One entrant did, though, reveal that, 
by means of a teach-in and a petition, his school's pupil representatives 
had prevented a German Nationalist Party meeting from boinZ allowed to take 
place in the school, 
Despite the range of study groups (Arbeitsgruppen) available in many of the 
schools (T1/10,11), half the respondents complained of lack of opportunity 
at school to develop personal interests (Tl/31). There were indications, too, 
that participation in study groups, if not actually compulsory, was not always 
entirely optional. Nor did their subject matter always have the ring of an 
extra currucular horizon-widener or of the chance for specialised study in 
depth, but sometimes sounded more like a crammer's extension of regular 
115 
lessons. Two in three of the entrants had apparently never taken part in 
any communal in-school effort of an extra-curricular nature, such as helping 
with a school newspaper. (TI/22). 
In line with this picture was the lack of participation in the central 
business of the school: education. Here reception rather than participation 
appeared the rule (Tl/13,14 and 20). It thus becomes less surprising that 
some respondents simply did not understand commonplace educational expressions 
such as 'coeducation', 'language laboratory' and 'programmed instruction' 
(in their own language). In reply to a question as to the most common teaching 
styles in the sixth form, respondents claimed that the most common forms of 
teaching were lecturing and discussion. Rote questioning was frequent. 
Programmed instruction had never been experienced by well over 90% of the 
sample, and a large majority had never done any teamwork. Almost a third of 
the entrants considered their teachers to have been predominantly authorit- 
arian (T1/16), yet hardly any reported more than occasional friction with 
members of the school staff (Tl/15). 
In this context one respondent spoke of the "passivity you grow into at school": 
If you've had any disagreements with your teachers, you'll notice 
it in your 'Abitur' marks, or even earlier in the marks you get in 
class. When it's like that any pupil's probably a bit careful about 
what he does. I mean that's why they're so passive. (r 2, /25) 
This particular explanation of inaction was put forward a number of times. 
A fifth of the respondents had not themselves chosen the type of secondary 
school they attended (TI/7). But more revealing than the frequenoy is the 
form such passivity could take: 
IV father said to me it would be better if I went to this school, 
so I went there. 
(Why did he say that? )* 
Probably because of the work he does: he's a scientist. (Were you yourself interested in science? ) 
At that time, no. (r 3/19) 
In one group of questions in the interviews, respondents were asked what 
were the strengths and weaknesses of their school. The question frequently 
caused perplexity. 
That's terribly difficult to say 
Clong 
pause ,I really can't 
say very much about the school itself. I don't know. Only 
personal things about the teachers ---- I don't know. I really 
can't say. (r 1/10) 
ry 
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Criticisms, when made, rarely evinced fundamental reflection about the 
education received, let alone the role of such education in society. Even 
the virtues attributed by respondents to their schools could sometimes be 
damning. On the influence of teachers in their role as examiners: 
You know what they're going to ask - roughly - You know them 
personally, too, and when they're going to react like a bull 
to a red flag - usually on political questions. (r 1/20) 
No weakness was more often mentioned than the teachers themselves: 
They simply did what they had to and what the headmaster 
told them to do. But that was all. (r 1/7) 
The teachers were frequently seen as servile - ryes men' (Duckmaeuser) in 
one respondent's words. Servile, immediately, to the headmaster, and servile, 
more profoundly, to their regulations. 
9 
The potency of respondents' teachers as role models derives in part from 
the hermetic circle of the majority of prospective teachers referred to 
earlier: departure from school to university and return from university to 
school,. usually without more than perfunctory on-site experience (vacation 
jobs eto. ) of any professional role model other than that of the teacher. To 
the extent that school and university are not outward-looking, the more acute 
this role model deprivation will be. When, furthermore, the role performance 
of the teacher and the pupil's parents reinforce each other - as for example 
in the combination of Wilhelminian family and authoritarian classroom 
practitioners - it will be hard for higher education to implant alternative 
role concepts, if indeed it tries to. 
On the basis of the evidence reviewed in this chapter, it is difficult to 
attribute firmly a distinct causal function to the different types of second- 
ary school education had by respondents. The data was all ex post facto, and 
although the perspectives of the schools held by school leavers (who are 
after all their end product) is important, there was no objective measure 
of most of the phenomena on which this set of school-leavers were reporting. 
There was also no control of extra-school influences such as those of family 
and peer group. 
There was, however, circumstantial evidence that the type of second=7 
school attended - and therefore secondary school as a whole - affected aspects 
of pre-university socialisation more fundamental than merely subject 
i 
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competence. If one crudely hypothesizes the classical grammar school as 
being generally more conservative in its orientation than the mathematical/ 
natural science one, and this in turn as more conservative than the liberal 
studies (neusprachliche) one, the more conservative the school type, the 
less likely were respondents to have chosen their school, the less likely 
they were to criticize their teachers as authoritarian, the less likely 
they were to express an interest in contemporary political events. 
Furthermore, there was evidence that the schools had failed at least to 
prevent the establishment within their own walls of prevalent attitudes and 
behaviour patterns inimical to the pursuit of knowledge. For instance, 
despite their claim that they did not anticipate particular difficulties 
"" for women at university, female respondents in fact shored a different profile 
of pre-university in-school experience and attitudes that probably already 
put them at a disadvantage viz-a-via male entrants. Female respondents had 
been less integrated into non-curricular activites clearly demanding 
initiative. 41r1ä of the male entrants had been classroom representatives or 
in the pupil coadministration scheme, whereas only 2I4 of the women had been. 
Rile only l9 of female entrants had participated in the running of or 
had written for a school magazine, 5O of the male entrants had done so. 
If, indeed, female entrants had been more passive in their school communities, 
they were also less critical of their teachers: while 41%O of male entrants 
criticized their teachers as having been authoritarian, only 19F/ý of the 
women did so. There was also a marginal tendency for women to be less critical 
of their schools. In a male-dominated society with male-dominated univers- 
ities, the female entrants had more frequently doubted whether they should 
go to university at all: 81% of them as opposed to only 5 of the men. 
In fact the very composition of the schools' pupil population reflects 
differentiation on the basis of sex, a characteristic seen even in this 
sample of entrants. Four out of five entrants from mathematical, /natural 
science grammar schools were male. Two out of throe attending denominational 
schools were female. Even if one argues that this sex-differentiation is 
generated from outside the schools and cannot be successfully resisted within 
them, this does not justify schools leaving their female leavers in ignorance 
of the greater difficulty they are likely to meet within the university as 
women, and which has been well documented in research and popular paperbacks 
elsewhere, 10 
s 
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The pressure to conform to the practices of predominantly middle class 
secondary schools one would expect to have been felt most among pupils from 
lower socio-economic background. The hypothesis was tested that there would. 
be more reports from these of conflicts with teachers and more assessments 
of the latter as being authoritarian. As stated earlier, composition of an 
SES index was vitiated by lack of data on parental income, but three quarters 
of those subsequently to receive an income-based university grant criticized 
their school teachers as having been predominantly authoritarian, while 
only a quarter of those did whose studies were being predominantly financed 
by their parents. Again, all those to receive such grants said their relations 
with their teachers had been largely or predominantly conflict-laden, while 
only 1V of the parent-financed entrants did so. Just as the female entrants 
had shown greater hesitation about going to university, so had - understand- 
ably - entrants from lower socio-economic backgrounds as compared with those 
from the highest ones (five out of seven as against three out of seven). 
The remoteness of the university for entrants from lower social strata was 
illustrated by the fact that none of them had friends at the Free University 
prior to entrance, while over half of those from the higher social strata 
did. On top of this, over half the working class children had been advised 
against going to university, while only one of the upper strata children 
could remember having received such advice. 
The evidence in these last three paragraphs is tenuous, but it does suggest 
the schools may be condoning - if not actually facilitating - discrimination 
against female pupils, may be exerting an influence towards conformity and 
passivity the more traditional the branch of grammar school, and adds to 
the voluminous evidence that the schools remain relatively alien to pupils 
from lower socio-economic background. 
The respondents who had reached the English Department by means of part-time 
education (the 'zweiter Bildungsweg') all told of the serious problems 
involved. Pressure sometimes came from their employers, either to give up 
their evening course or their job. One respondent had to chsnge jobs three 
times, protested to the appropriate local Senator at her treatment, and 
completed her evening school only by deceiving her employers. Other diffic- 
ulties were in the evening schools themselves: the fatigue after the day's 
work (with pupils falling asleep during the lessons), the consequent 
"ý ^iý^ 
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difficulty of finding the energy to make the much needed contact with 
fellow pupils in the courses, and the lack of institutional provision for 
such contacts. Inadequacies peculiar to evening school teachers and 
curricula were also described. Furthermore, gaining access to the university 
itself presented a major task for some of these 'zweiter Bildungsweg' 
applicants. One entrant from West Germany, in an attempt to find a university 
place, had written to the education ministries of all eleven federal states, 
had been to Labour Exchanges and vocational guidance offices and had ob- 
tained an interview with a professor of education in West Germany. He met 
with a formidably solid wall of refusal. At the last minute he learned he 
could start studying in Berlin without the 'Abitur'. His comment was that 
there must be thousands in West Germany - he alone knew many - who, if they 
knew that they could start in Berlin without 'Abitur', would spare themselves 
the years of difficult evening work for the shorter route this offered. 
The lack of information and insecurity of this type of entrant was reflected 
by his request that the author be particularly cautious with the infor- 
mation about his own case, for fear that some-one might find a reason for 
taking his university place from him. 
To conclude, it is clear from the data presented in this section as a whole 
that the schools and the teachers had, to a palpable extent., by their 
teaching methods, their own behaviour patterns and the lack of scope they 
had allowed to pupils' initiative, fostered passivity. Dahrendorf has 
written of the reluctance of the YYilholminian family to entrust its off- 
spring to public education. 
11 The Anglo-Saxon observer is struck by the 
virtually morning-only nature of the grammar school community, the lack of 
extra-curricular activities in these schools - the absence of debating soc- 
ieties, hobby clubs, team games, pupils' play performances and so forth. In 
this context the study groups and the coadministration scheme apparently by 
and large failed to provide a stimulating and rewarding accompaniment to 
classroom activities. The conclusion is tempting that there is a latent 
ideological aversion within the school from assuming to cultivate the ability 
on the one hand to exercise autonomy and responsibility, on the other to 
work as a member of a group. Such an aversion is probably - and paradoxically - 
nurtured by the experience of explicitly ideologically motivated youth move- 
ments in the Third Reich and those seen across the Berlin Wall, 
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2. Pro-universi English instruction and tan aea erienco 
The great differences entrants had had in their English teaching, in their 
speaking, reading and writing of the language, are clearly shown by T]/35- 
39 and 41. While one (German) entrant had spent twelve years in an English- 
speaking country, ten had never even been to one. The privileged position 
of entrants from higher socio-oconomio backgrounds was again reflected in 
the greater frequency with which they had visited such countries. Further, 
if they had done so, they had on average spent twice as long there as entrants 
with the lower socio-economio background. One entrant had learnt English for 
only five years at school, others twice this period. Leaving aside the 
quantity of English instruction received, the quality was, it would seem, 
highly mottled. While half the respondents thought their English teachers, 
pedagogic ability good or very good (Tl/43), and over two thirds of those 
asked thought likewise of their English teachers' knowledge of the subject 
(Tl/41f), there is considerable evidence - some already given, some elsewhere 
in the data - to suggest that the respondents, while being able to notice 
individual aspects of the teaching, were in no position to see or know their 
teachers' overall limitations in these two spheres. 
But even as it is, the remarks respondents made in the interviews indicate 
extensive differences in the level of competence of their English teachers. 
The situation can be seen in the statement of one respondent alone: 
We had different teachers in the upper and lower sixth. In the 
lower sixth we had a teacher who was simply fabulous; and 
pedagogically she was very, very good. But the last teacher we 
had had no pedagogic function at all. He was merely a clown. 
(r 1/12) 
If the praise was sometimes high, the criticism was often hefty. 
(Yrhat was your English teacher like from a pedagogic point of 
view? ) 
Ile was so authoritarian - dictated to us from our English literature 
book from A to Z. He was very authoritarian, and we couldn't ask 
him anything, but had to look him straight in the eye, devotedly, 
as if we were his children. He was an old ex-army officer. Sounds 
funny. (r 1/20) 
I would have liked our English teacher to have spoken English, As 
it was, there were many people in our class who could speak better 
English than he. ... He was good in literature and grammar, but his pronunciation was bad, so he couldn't teach us how to speak 
English. The last time he was in Endland was in 195]. [i. e. lß years 
earlier. ] (r 1/5) 
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Although, in fact, most of the English teachers conducted their lessons in 
English (TI/45), some entrants reported that their teachers had attempted 
to do so, but had been unable to. Respondents often mentioned their ovm 
inability to speak the language and their inhibitions about trying to. 
Only six of the 3tß respondents' schools had a language laboratory (T)14.2), 
and, in their experience, none of these six was much used. 
The content of school English teaching was also investigated. It emerged 
that prose reproduction (Nacherzaehlung) was the most common practice in 
the sixth form English lessons. Also common were discussion of literatures 
English conversation and grammar. Less common were translations and essays 
in English, while dictations and papers (Referate) were rare. For many, all 
'Klassenarbeiten' 12 had taken the form of prose reproduction. This is an 
exercise in which the pupil has to reproduce, more or less in his own words, 
a passage, usually read aloud by the teacher. It has the easy advantage for 
the teacher that he need provide only one text - for himself. if the teacher's 
spoken English is poor (see above), the perils of the pupils' task can be 
imagined. While the teacher can monopolize the only control material (the 
text), the pupil is in a dilemma. He is to some extent rewarded for parroting 
what the teacher reads - even if he hasn't understood the material. If, 
however, he parrots too closely, he may be penalised for creating too little, 
If he creates too much, he may be penalised for departing from the text. In 
either case he is tempted - by the need to reproduce - to use words he does 
not know how to use. The teacher, in turn, can wield his marking pen at what- 
ever arbitrary point, between production and reproduction, that he cares to 
choose. The practice is of course more one of testing knowledge of English 
rather than of teaching it, though it does provide an efficient social frame- 
work for teaching subordination. At the other end of the scale, of all the 
written exercises in this list, papers and. essays are those calling for the 
greatest creativity on the part of the pupil, and the greatest critical 
acumen on the part of the teacher. And they were avoided. 
This absence of practice in essay-writing in English needs to be seen in the 
context of the survival of the formal six hour essay (Besinnungsaufsatz) in 
the 'Abitur', and the years of preparation for it. It is thus not surprising 
that among the difficulties widely experienced by students on being required 
to write essays in English at the university are those of expressing themselves 
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briefly, relevantly and with commitment to a point of view. Indeed the 
practice of requiring schoolchildren to write six hour essays at all may. 
be seen as both effect and contributory cause of the survival of Prussian 
traditions of pedantic thoroughness and completeness. These in turn combine 
with the heritage of German Idealism and its hostility to pragmatic solutions 
as an explanation of the common inability of students and professors, for 
13 
example at union and faculty meetings, to express themselves succinctly. 
The institutionalisation of 'Klassenarbeiten' in the secondary schools may 
also be an important force in the formation of student attitudes. Massen- 
arbeit' should logically be a generic term for all work done in the class- 
room, or for work done by all the class, i. e. including teamwork. To narrow 
the term by imbuing it with a connotation of examination and crisis rather 
than learning and creativity has conceivably contributed to the hostility of 
German students towards performance, assessment and classroom or academic 
work as such. In school the pupil becomes habituated to punctual, as opposed 
to continuous assessment, and is tempted to see the 'Klassenarbeit' - an 
activity heavily prescribed by the state - as the most important of hi$ class- 
room activities. The ritual of the 'a. assenarbeit' thus prepares for the 
'Scheindenken' (certificate neurosis) of the undergraduate. Given the 
importance of the 'Klassenarbeit', the choice in English of the relatively 
sterile prose reproduction as the most frequent 'Rlassenarbeit' exorcise 
may further constrict pupils' approach to the subject. In sum, then, the 
relative regimentation that the frequency of the tKlassenarbeit' and the 
form it takes imply, complement the lack of elbow room for initiative already 
seen outside the classroom with something similar within it. The dangerous 
power of the school in forming its products derives not merely from its 
easily becoming a total institution, but also from a total consistency with- 
in itself in its underlying practices and climate. 
The amount of English literature read at secondary school differed greatly 
(T1/14.6). While some rospondents had read over 20 works,, six had not read one. 
There was evidence that some of the works were short stories and that in 
some cases only extracts had been read. Two thirds of the respondents had 
read no secondary literature at all-(Ti/48). The amount of private reading 
and ownership of English books also varied considerably, and was in some 
cases nil (T]. /47,49). The quality of the literature teaching was often 
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criticized. On the works chosen: 
First, I think we should have read different literature. 
We should have spent more time on the best of English 
literature. In the lower sixth we had to do Shakespeare. 
I can't honestly see how you can do that in the lower sixth 
and then be expected in the upper sixth merely to read extracts 
and short stories. ... The texts we were given were so primitive: 
for example 'Peter Pixa' -a ghastly book. 
14 
(r ]/17) 
Another, on the way literature was treated: 
In the upper sixth we read 'Saint Joan'. What happened was 
that the teacher read a part of the chapter aloud and then 
a pupil had to road. it after him. After that there would be 
a discussion with simple one-line, questions like "What about 
Bain Joan? " to which the answer would come: "Saint Joan was 
a saint, " and that was the discussion. (r 3/37) 
An apparent aversion was earlier noted from fostering in pupils, on the one 
hand autonomy, on the other the ability to work as a member of a group. 
This has been borne out by the data on course content and teaching styles. 
The Humboldtian Gymnasium seems still well entrenched as a place for 
imparting knowledge rather than developing facilities. But the persistence 
of Prussian teaching styles spelt failure in even this aim. From the point 
of view of their future university (i. e. English) Department, any course 
programme in the Department that assumod a level of fluency in the spoken 
and written language, or even slight familiarity with English literature 
was likely to be unrealistic. 
The problem of the lore validity and reliability of 'Abitur' marks has been 
amply discussed in the German literature on the subject. For lack of a better 
secondary school assessment a highly cautious consideration of these marks 
is necessary. Given this reservation, the fact that the intake of entrants 
to the English Department had a subject-specific 'Abitur' mark (composed of 
the average of the marks obtained in German, English and French, or failing 
this Latin) 15 of only 2.8 adds further circumstantial evidence to the view 
that English was seen as a soft option and attracted a corresponding 
clientele. This average is namely worse than that found for students shortly 
after the start of their studies in three other subjects in each of three 
German universities in 1965.16 
The decision to attend univorsity 
The fact that throe quarters of the respondents claimed to have contemplated 11 
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not going to university at all (T]/50) offers too scant evidence for use- 
ful statements about the extent to which the decision to attend university 
was a reflected one. 
17 Such hesitation could be interpreted in opposite 
directions: as indicating a consciously reflected decision, or as reflecting 
weak motivation. A number of respondents, though, on being asked when they 
decided, replied that they had always wanted to go to university, at least 
as early as they remembered: i. e. that the initial desire was set at a stage 
when informed assessment of alternatives was hardly feasible. 
I was more or less forced to by my father - not really forced: 
I never had anything against going to university, but it was a 
thing my father automatically expected. He thought from his own 
experience that, these days, if you haven't got a degree you'll 
have difficulty in finding an interesting job. (r 113) 
Half the entrants claimed their decision was based on advice (T3/52), most 
frequently the advice of their schoolteachers (T]/53), the other half, 
despite their unfamiliarity with the university and occupational opportun- 
ities, 18claimed to have taken the decision without seeking advice at all-19 
The decision to study generally preoeedeä commitment to a specific subject 
or occupation (T1/107), yet respondents tended to give occupational training 
as their main purpose in studying (T1/90). Their motivation would thus 
appear to have been the attainment of white collar status rather than 
intrinsicly academic or occupational. 
4. The decision to study Anglistik 
The very sequence in which this decision occurred (8/107) confirms that 
entrants' motivation for studying the subject was, from the start, not as 
strong as it might have been. This view is corroborated by the following 
table (T1/55): 
i 
1 
i 
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Table 7. ENTRANTS' REASONS FOR CHOOSING ANGLISTIK 
(Why did you choose English as your main subject? ) 
REASONS FOR CHOICE ENTRANTS 
Previous success/security in the subject ............ 16 
Lack of anything better ............................. 11 
General interest .................................... 
6 
Interest in language ................................ 
6 
To obtain a career qualification .................... 5 
Interest in English ................................. 
3 
Previous experience abroad .......................... 2 
Interest in literature .............................. - 
" i. 9 
Number of respondents ............................... 
(33) 
It shows that nearly two thirds of the reasons mentioned for choosing 
Anglistik were the security offered by previous performance in English at 
school or for lack of anything better an "emergency solution" (Notloesung) 
as some put it. The question itself was often seen as highly demanding: 
That's damned difficult [pause, laugh) --- English as a main 
subject? [long pause] --- I can't answer. (r 1/35) 
Amongst those mentioning interest in a specific area as a reason for choosing 
Anglistik, language was the area most commonly given. This is not surprising 
in view of the "backward motivation" diagnosed earlier. The question does 
of course arise as to how many of these entrants would hove found their 
needs bettor satisfied at a school for interpreters or a school of cor, crce. 
When the entrants were prompted, though, to give an area of specific interest 
with; nAnglistik, literature was most frequently mentioned (Tl/73). In view 
of what has been found about their motivation for studying and school 
English teaching, this may have been forward flight away from language 
teaching as experienced at school. ._ 
To move from the reasons for choice to its timing and manner: the indecision 
with which entrants would approach the University Admissions Office has boon 
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indicated; entrants were sometimes seen by the author to decide their choice 
of subjects at the very last moment on the basis of remarks made in the 
Admissions Office by an enrolment clerk. These observations were borne out 
by respondents' own remarks: 
(Vhen did you decide to take Anglistik as your main subject? ) 
I decided in the last few seconds that remained. beforo the lists 
were closed. (r 3/17) 
I can't really say why I have chosen these subjects. I don't have 
any special reason. (Did you choose them fairly spontaneously then? ) 
Well, it was more for lack of anything bettor. --- What else should. 
I study? (r 1/30) 
Reasons given in terms as vague as "general interest" (Allgemeininteresse) 
may also be the use of words to hide a space. English had after all originally 
been started without the need for commitment - compulsorily: it was the first 
foreign language of almost the entire sample (x1/33). 
In a different context, namely When asked why they thought certain Anglistik 
students did not complete the course, one entrant replied: 
... I think Anglistik is a fashionable subject ... You might even 
call it an easy way out. (r 2/24) 
It is conceivable that the strong Anglo-Saxon orientation of German youth 
culture - seen for example in pop lyrics, disc jockey jargon, and clothing - 
contribute to this. 
20 Awareness of the popularity of English and of the over- 
crowding that existed in parts of the university presumably lay behind the 
mistaken impression of some entrants that there was restricted entry 
('numerus elausus') to Anglistik in Berlin. Possibly the error also reflected 
a communication lag and the fact that such a restriction had existed in 
Anglistik almost a decade earlier. 
Nearly all the entrants did obtain advice as to their choice of subject 
(T1/57). The far treater frequency with which advice was sought over choice 
of subject indicates that this was seen as more problematic than the decision 
to go to university. If they had consulted anyone over the decision to go 
to university, they had most frequently consulted their teachers. The 
teacher had after all - if not recently - at least himself been. to university. 
He was presumably seen as being in the best position to compare,. the pupil's 
intellectual ability with that of other pupils and with what was re, quirod 
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at university. Over the decision to study Anglistik, parents were the most 
frequently consulted (T]/58), pupils perhaps feeling that their parentshad 
wider knowledge of their relative dispositions between subjects than the 
individual subject teachers or even their class teacher. It can hardly be 
thought, though, that most parents are sufficiently informed about university 
requirements and course structures to give qualified advice. Ironically, 
in this capacity university teachers were scarcely consulted at all, and 
the advice respondents did obtain gras as often against Anglistik as for it 
(T3J58) 
S. Pre-university knowledge and expectations 
Detailed interpretation of the data collected on these (see T1/60,61 and 63) 
is complicated by differences in the interview dates, 
21 but the general 
picture is clear; the great majority of entrants considered they had not 
been adequately informed about the study on which they were embarking (T]/59). 
Only one considered himself well informed. Almost half had made no effort, 
pro-term, to obtain information on the English Department. Of those who had, 
72% had failed to obtain satisfactory information (T]. /60). 
From an interview two weeks before the start of term: 
(Do you have any information on the English Department? ) 
I tried to get some, but unsuccessfully. 
(How did you try? ) 
I was there last week - I've often been there. Each time I 
was there I asked about consulting hours and counselling. 
They said I should look amongst the thousands of notices 
and find a consulting hour there. 
07ho told you that? ) 
There's a woman who sits there in front, the caretaker. 
Once I was lucky and found a consulting hour; I went round 
the back to the room where it was supposed to be and knocked, 
but there was no-one there. (81/17) 
Even after respondents had paid their first visit to the English Department, 
some wore still confused as to where the Department actually was, and as to 
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whether they had really reached it or not. 
Over half had never set foot in the Department (T1/63), Those who had vent- 
ured there obtained, in every three out of four cases, at best a neutral or 
muddling impression of the Department, at worst a negative, repellent one 
(TV6i). In this connection the bewildering disorder of the Department's 
notice boards was often mentioned. Indeed the field worker was struck by 
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the largely random wilderness of notices, some fading with age. One faint 
typewritten professorial note, now approaching a mellow ochre, its corners 
marked by generations of pin holes, had apparently graced the notice board 
for over five years. Having passed this paper undergrowth, the newcomer 
would very likely receive a somewhat uninviting impression of the Department. 
The caretaker's glass cage jutting out to half block the entrance, the 
need to deliver credentials or an explanation at it. The somewhat prison- 
like four sided gallery with its lack of windows and the grey absence of 
animating colour. The clash between the dominatingly large black letters 
extending five metres across one end of the gallery RAUCHEN POLIZEILICH 
VERBOTET (Smoking forbidden - By Order) and the messy red spray paint of a 
student wall slogan at the other, proclaiming MAO WAS HERE. The conservative 
choice of paintings and etchings completed by a bleak waxed classroom wall- 
map of Britain. The empty row of display cases. The probable absence of people 
making even the generous spread of English newspapers seem forlorn. 
Nor can the attractiveness of the Department have been enhanced for entrants 
by the fact that most knew not a single student there (Ti/65), nor even 
one staff member by name (T1/67), for the view that they were happy in their 
ignorance is belied by data already referred to, showing that over two thirds 
of the entrants considered themselves inadequately informed about their future 
studies, given the stage they were at (T]/59). 
The University Lecture List (Vorlesungsverzeichnis) had been obtained by the 
great majority (T3, /61)ß but for most it had presented a bewildering or 
uninviting picture of Anglistik (T1/62) rather than a helpful one, though the 
recommended sequence of courses in the Basic Study programme hold out a 
straw that was gratefully clutched. 
(`ghat sort of impression did you get from the section on Anglistik in the University Lecture List? ) 
This fixed set of courses [the Basic Study programme] made it less 
confusing. But otherwise it's simply a list and doesn't give you 
any idea who the various courses are meant for. (r 3/15) 
you give school leavers a lecture list to look at, they're "torribly confused and thoroughly muddled by it. ... It had interesting things in it, but the things that interested me 
were all. Main Seminars or senior seminars, -and you can't get into those yet. (r V-3) 
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The vocabulary used in the Lecture List - 'seminar and proseminar', 
'colloquium', 'syntax' - was not always understood, thus contributing toe 
the confusion. Most of the school leavers expected to have to study 'unnec- 
essary"-subject matter (Tl/70). The spectre of Early English had spread., 
and was often raised by respondents at this point. As an area of study, it 
was generally approached with hostility or resignation, in one or two cases 
with interest. An attitude typical of the sample was: 
(Do you think you will have to study things in Anglistik which you 
don't need? ) 
Sure, that's dead certain: Old English, Middle English too. 
Personally, I've got nothing against old, English: I like the 
language, but I wonder why this, if it's no longer used? ... (r ], /33) 
" On the other hand, knowledge was too scant for respondents to have marked 
expectations about critical gaps in the syllabus (T]/71), This ignorance 
would also explain the relatively mild verdict of entrants at this stage 
on the content of Anglistik, as they anticipated it (Tl, /69). Gross ignorance 
as to the structure of the course there certainly was (Tl/71+, 75)., with 
corresponding lack of knowledge by respondents as to how to construct their 
first semester's timetable (T1/76). 
Venturing an explanation for drop-out and failure rates in Anglistik, one 
entrant answered: 
Maybe it's because you don't really know --- how to set about it when you start at the University. You might head off in a 
totally wrong direction. You may have overestimated your own 
ability, and so on. 
The extent of the ignorance is perhaps well illustrated by one or two 
respondents' reference, at this late stage, to their intended study of 
'Anglistik'. 
As was noted earlier, female entrants, while starting from a less favorable 
position, were not anticipating particular difficulties for women at 
university (Tl/68), though in fact there is substantial research evidence 
showing the existence of these. In this sample of entrants there was a strong 
correlation between sox and social class at the upper end of the social 
class scale used: one in three of the female entrants came from families in 
the highest of the socio-economic status categories against only one in 
nine of the male entrants, whereby the correlation was stronger with the 
e', 
m 
130 
occupational status of the father than with his level of formal education. 
The finding runs consistent with findings elsewhere that the arts subjects 
attract women students from high SES family background, but suggests caution 
in the use of the phrase 'Akademikertoechter' to describe them. The hypoth- 
esis that they would already be more oriented towards a liberal rather than 
occupational education in their Anglistik was only negligibly supported by 
answers to an open question on the purpose of entrants in going to university. 
Nor did the relative occupational orientation of the terminal examination 
envisaged by male and female entrants reveal any such difference in motivation. 
The fact that the female respondents tended to assess their opportunities 
in their chosen profession to be less than did male entrants suggests, 
though, that they may for this reason be more prone to opt for a short course - 
in Anglistik the MP as opposed to the 'Staatsexament - when confronted by 
difficulties in their studies. beady they were anticipating spending an 
average of one semester less than their male peers at university, and if 
they anticipated studying abroad, they envisaged a stay only half as long 
as that favoured by the men. This data is clearly too tenuous to more than 
suggest that the female entrants may have been less confident than the men 
that their place really was at university. There was, though, a clear indi- 
cation that they were less confident about shaping their own studies than 
were the men, only 19% of the women opting for freedom to determine both the 
content and length of their studies, as against 55 of the men, with 2 of 
the women wanting prescription in both, as against only 6% of the men. 
Entrants were generally not expecting difficulty in making contact with their 
follow students (TV89), but relations with staff were generally expected to 
be neutral and distant, and worse than those experienced at school (T2/87,88). 
The same hierarchical pattern of dominance and subservience was foreseen: 
From what I've seen, the grammar school teacher looks down on 
the secondary modern school teacher, and I bet the professor 
looks down on the assistant lecturer. (r 1/13) 
On being asked about the role of a professor, many produced stereotype 
answers of the 'teaching and research' or 'l? issensvormittlung' sort, though 
teaching was stressed, rather than research. A number expressed the hope - 
not'the expectation - of a paternal-filial relationship. 
(what do you think the job of a professor should be? ) 
He should help the student find his way into the subject 
he wants to study, and be there to help in private matters. 
(r 3/18) 
ý'ýý 
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Expectations as to the overall difficulty of the course differed greatly; 
the combined failure and drop-out rate was estimated at levels varying from 
5 to 60% (2'1/72)" 
Entrants' expectations as to their own study habits were as varied as their 
professed ignorance of the Department and the University would lead, one to 
expect (T1/77-81). The common desire among sections of the student body of 
the English Department for more teamwork in courses was not shared by this 
intake of entrants (T1/82). There was evidence in the interviews that, with 
the emphasis in the schools on individual attainment, the concept of teamwork 
was strange and foreign to entrants. Discouraging experience and social 
isolation also played a role. 
(Do you prefer to work alone or in a group? ) 
Alone - that's what I'm used to at school. Working in a 
group never resulted in anything useful there. 
(r. 1/37) 
One respondent, explaining his preference for working alone: 
That's probably because I don't know anyone else. 
(r 1/30 
Ignorance and inexperience, though, did not lead to as strong a desire for 
prescription in the stucy course as is conceivable (T1/83). True, most resp- 
ondents called for either a prescribed curriculum or prescribed study dead- 
lines, but only few called for both. The demand for a period of study abroad 
was wide-spread (Tl. /84), and the modal period desired was twelve months 
(TV85) 
" 
Vacations were looked forward to as a time for travel and earning money, 
rather than for studying (T1/91). That most entrants saw the vacations as a 
time to earn money would seemingly be in part explained by entrants' expected 
source of income for financing their studies: only I in 10 were banking on 
any form of state or other grant (T1/109). This may have reflected an undue 
degree of pessimism: in the Department as a whole approximately 1 in 1+ (TO/38) 
had received a grant. In the event, seven of the entrants' sample (i. e. 1 in 
5) did ultimately receive a grant. 
While most respondents were aspiring to the 'Staatsexamen', over a quarter 
did not know what final examination they were heading for (T1/92).. One, on 
_ 
the other hand, was steering towards his own invented 'Angustikdiplom'. 
Some expeoted to study virtually twice as long as others (T1/95) ý anything 
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fron 6 to 12 semesters were given. The mode was ten. 
6. Study and occupational goals 
Where the disorientation that characterizes this sample of entrants at the, 
time of the interviews becomes very apparent is in a complex of responses 
relating to study and occupational goals. A question as to entrants' purpose 
in studying sometimes left the respondents nonplussed: 
(What do you see as your main purpose in going to university? ) 
Oh God! Oh God: What questions! But they are questions that one 
should be able to answer. (r 1/2) 
By far the most common purpose given in attending university was occupational 
training - two thirds of the entrants gave it (Tl/90). At its simplest: 
To get knowledge you'll need later for your work. 
(r 
The considerable aspiration to some form of liberal education was often a 
compound wish: 
It's more important to me to get a fuller education and a 
broader outlook, rather than to go straight into a job once 
I've got my 'Abitur'. It'll help me personally and it'll 
help me to get on better with other peoplo. I should be able 
to discuss things better, have better ideas and be more 
motivated. (r 1/25) 
One entrant, from a working class background, was clearly seeking compensatory 
education: 
Most immediately, I hope my English studies will help me express 
myself a bit better, because no-one bothered. very much about 
that in our family. (r V35) 
Despite the strong predominance of occupational training in entrants' study 
goals, there was a high degree of uncertainty among respondents as to the 
occupation they intended to pursue (T)/98). When they did give an occupation, 
9cf7 mentioned teaching (Tl/99). This was clearly to a large extent for lack 
of anything else, although collectively a range of twelve occupations were 
soon as being open to Anglisten (some of these clearly only in combination 
with other qualifications) (T]/97). Each respondent knew, on mean average, 
of only one career possibility other than teaching (T1/97). In many cases 
teaching was already seen, like the choice of Anglistik itself, as an 
emergency measure (Notloesung). And one emergency measure could lead to 
another: 
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University study is. for me a necessary stop in may carper. 
I imagine if I wanted to be a teacher and were to become one, 
I'd have to go to university --- I have no other choice. (r 7/30) 
The tenses are revealing. This is a respondent who later in the interview 
states he cannot see himself becoming a teacher, 
The most common reason for the choice of occupation was the embracing desire 
for "contact with people" (T1/102), which of course might equally well be 
given as a reason for choosing almost any of the occupations opted for by 
the respondents, and many other occupations besides. Of 26 prospective 
teachers, only eleven gave pedagogic interest as a motive, and of those only 
a few expressed strong enthusiasm for teaching: 
(My do you want to be a teacher? ) 
Because I like being in school [said with obvious conviction. 
For me it means I'm with people of my own age, and then 
you're always dealing with people. I'm not interested in 
teaching people their ABC, although presumably that's got 
to be done - in fact certainly has to be. (What are you interested in? ) 
That people should get something from me, and that I in 
turn should be stimulated and get ideas from them. 
(r 1/13) 
Occasionally a low esteem of the teachers they had experienced motivated 
respondents to do better themselves. Much more often it was presented as 
a deterrent from entering the profession. When asked what they saw as the 
attractions and disadvantages of teaching as an occupation, entrants often 
spoke at length about their erstwhile mentors. Teachers were widely seen as 
subservient, if not actually servile, politically muzzled, depersonalized, 
unimaginative and unqualified "crammers" engaged in repetitive "mass prod- 
uction". The role model was all too easily internalized: 
As a teacher I simply have to cram grammar or textbooks. (r 3/37) 
Fifteen of the intending teachers in the sample erroneously expeoted to 
obtain the bulk of their pedagogic training during the period up to the 
first 'Staatsexamen' (Tl/106). 
The degree of resort to vocational guidance was uneven (Ti/1011. ). Seven 
respondents had had none at all. Of those who had received any, half had 
had it on a non-individual basis. Of those who had had individual guidance, 
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only one had had it within the school - and in this case by an outside 
visitor. The quality of vocational guidance provided was generally portrayed 
as amateurish and useless: 
"That's crazy for a start" - she said - "Going into grammar 
school teaching. There are so many peoplo going in for it and 
it's so difficult for a girl: it takes so long to qualify. 
Oh no, no. " That was my vocational guidance. (r 2/28) 
One entrant claimed that the vocational guidance consultant had tried to 
dissuade her from studying Anglistik at the FU, as the "English Institute" 
was full - in the event a glaring piece of misinformation. Shortly afterwards, 
some of these entrants were to see a poster on the English Department notice- 
board, advertising the vocational guidance service. With a modern graphic 
device, its eye-catching slogan proclaimed: "ALWAYS WELL ADVI6ED". 
7. Political attitudes 
The entrants survey was oonduoted in Spring, 1969, when the turbulent events 
surrounding the FU in the mid and late 1960's were still common currency. 
In the early months of 1969 disturbances in the English Department itself 
had been the subject of reports in the Berlin press, and reporting on the 
Free University was fairly extensive on nation-wide media. 
Respondents' interest in the disturbances at the FU follows a roughly normal 
distribution (Ti/1). There was rather more approval than disapproval of them 
(T1/2), though their expected immediate influence for the entrants themselves 
was a disadvantageous one (Tl/3). Respondents foresaw enforced prolongation, 
interruption and even premature termination of their studies, with financial 
and other consequences. Some entrants had heard that an early closure of 
the University had been threatened. 
Almost without exception, entrants thought official student ropre; entativos 
should have the right to make statements on political issues (T34). The 
respondents doscribed themselves, with few exceptions, as liberals or left- 
wing liberals (Ti/118) «a self-assessment corroborated by their choice of 
newspaper (T1/110). Nearly all claimed to be interested or moderately inter- 
ested in politics (TI/117), whereby, given the normative pressure in post- 
war Germany for youth to take an interest in politics, profession of only 
"moderate interest" (almost half the sample) perhaps points more to apathy 
than enthusiasm. Generally, they had not participated in any publio 
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demonstration (T1/5), and only one was a member of a political party (T1/119). 
The great majority had no intention of joining a student club, or organi'sa- 
tion (Tl/86). Over a third read no daily newspaper (T)/122). Two thirds 
expressed a preference for a given party, in most cases the SPD or FDP 
(T]/120). The tendency was to disapprove of the formation of the Grand Coal- 
ition, a topical event at the time (T1/121), and of the Springer press 
concentration (T1/121. ). Their approval of specified political measures in 
the university was emphatically given in the case of informal and formal 
discussions with the academic staff, but began to crumble over pamphleteering 
(of which about a quarter disapproved) voluntary strikes and sit-ins, and 
was strongly withheld from enforced strikes and destruction of property (TV 
6). The overall picture, then, is of moderate political interest and moderate 
political views. 
An index compiled to measure the level of political engagement of entrants22 
showed that this correlated. positively with a number of factors that might 
be though propitious for university study. The greater entrants' political 
engagement: the greater the likelihood that they already had an area of 
special interest within Anglistik, the more English books they had read out- 
side school, the keener they were to plan their own studies, the greater 
their interest in teamwork, the more interested they were in attending lectures 
outside Anglistik, the more often and longer they had visited English-speaking 
countries, the more frequently they had friends in the English Department, 
the more often they intended to join a student organisation. At school they 
had more frequently worked as 'Elassensprecher' in the school eoaaministra- 
tion scheme, or on a school magazine. The level of politicisation thus seems 
to relate diffusely to a general level of pupil initiative. 
The more politicised entrants tended also, though, to be more critical of 
their schools when asked to place the latter on a five point quality scale. 
They more frequently claimed that they did not have good opportunity at 
school to develop their interests. The hypothesis that they would be generally 
more critical of specified aspects of their school, and - given their level 
of initiative - to have thereby come into greater conflict with their schools, 
was not confirmed by the quantified data. There remained only the claims by 
individual respondents that their schools had encouraged passivity and that 
examinations were used as a sanction against nonconformist behaviour and 
political views. 
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As would be expected from what was found about differences in the activity 
levels at school of male and female entrants, the male entrants much more 
frequently expressed an interest in politics than did the female. 
This survey was made at a time when the influence of the student unrest of 
1965 onwards had spilled over into the schools, where strikes and 'red cells' 
had begun to occur. It is clear, though, that political activism and radical- 
ism were not being imported into the English Department by school leavers. 
In fact, the pattern often attested amongst German students of widescalo 
political apathy was indicated in this intake, too. More marked political 
views were held, they tended to be moderate rather than radical. 
-8. Other asneots of entrants' life-styles 
Two out of every five entrants expected their studies to be financed exolus- 
ively by their parents, and two thirds expected some finance from home (T3. /110). 
Similarly two thirds, would be dependent on their parents for a place to live 
while at university (Tl/127); of these only a small proportion would have 
preferred residence in a student hostel (Tl/128). Almost two thirds classified 
their relations with their parents as good or very good, and almost all the 
others as moderately good ('Tl/129). 
Just as female respondents were less enterprising in their schools, they were 
less independent of their parents than were the men, but more family and 
church oriented. They more often intended to remain resident at home, were 
less frequently relying on financing their own studies and were less ready 
to contemplate taking out a student loan. They were also more frequently 
church attenders than the men. 
Entrants' leisure interests tended to be moderate in range and intensity, 
though a third were coded as having a narrow range of passive interests (T]. / 
114). This classification was derived from categories in which "going dancing 
sometimes", "drinking coffee" and unspecified "meeting other people" were, 
for example, coded as relatively passive, while "competitive cycling", 
"organising a dancing course" and "running a weekly discussion group" were 
coded as active. Less than a third of the entrants belonged to any form of 
club or association (T1/116). Only about a half intended to pursue their 
existing leisure interests while at university or embark on new ones (T1/115), 
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2. On the verge of admission 
The closing date for applications for admittance to the university was two 
and. a half months before the start of the semester. It was discovered in 
the Admissions Office that the decision on the applications of would-be main- 
subject Anglisten had been made seven weeks before the start of the semester, 
yet those respondents asked had received no information of this decision 
until three weeks before the start of the semester. For many respondents 
this interval was a period of anxiety, stress and frustration: 
I went to the University Information Office today, for example 
[three weeks before the start of the semester]. They told me 
"You don't need to come yet. Nothing happens until April 15th 
[the start of the semester 3 and even then it all gets under way 
very slowly. You won't find anyone in the English Department 
anyway; they're all on holiday. " That was about all she could 
tell me. ... It means you don't find out what you can do or 
even have to do until the very day you start studying - and that's a bit late. (r 1/8) 
Hardly a propitious first encounter with the university. 
The stress seems usually to have had composite causes, some indicated already. 
The entrants were in a situation whore they were under pressure to take 
decisions important for their future careers on the basis of inadequate 
information. Superimposed on the underlying disorientation and insecurity 
this provoked, were more specific anxieties such as doubts as to the adequacy 
of their 'Abitur' marks, the severity of the supposed 'numesus clausus' for 
Anglistik, change of domicile, the concomitant loosening of parental ties, 
flat-hunting and the need to prepare contingency plans, should admission 
not be granted. The belatedness of notification of admission caused a range 
of difficulties most visible - but not necessarily greatest - in the case of 
West German entrants. In some instances, for example, where notice had to 
be given to employers, financial loss was caused. Some of those difficulties 
continued to operate well after the start of the semester. 
Conclusion 
Striking in those findings is the absence of any direct influence by the 
English Department itsolf. As stated earlier, a department may co out to 
recruit entrants, in the search for either numbers or quality, or a combin- 
ation of both. There was in fact no such activity by the English Department. 
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Nor was there any restriction to entry to the Department, beyond the need 
to have passed the 'Abitur'. We are thus dealing with a self-selection rather 
than a selection process. Etzioni has pointed out the disproportionately 
large internal benefits an organisation can achieve by even a small degree 
of intake control. 
23 Why then, the English Department took so little part 
in influencing the nature of its intake was one of the questions that was 
posed for tho ensuing researoh. 
In this vacuum, parents, teachers and peer group were consulted by prospective 
entrants, but the qualification of these to give up-to-date information on 
university courses must usually have been low. The schools apparently did 
not have their own career counsellors and the state-employed vocational 
guidance officers who addressed classes or were consulted outside school 
were generally held to be of poor quality by their o]ientele. 
If anticipatory socialisation was not fostered amongst entrants by their 
future university department and scarcely by counsellors independent of 
school and university, it might be thought adequate preparation was provided 
within the sixth form syllabus. Here, though, it was found that the knowledge 
of English language and literature showed little sign of even tacit consensus 
as to the minimum requirements of a school leaver proposing to study the 
subject at university. 
Ifs then, he was to undertake any specific preparation for his role at the 
university in general, and in particular his chosen Department, the sixth 
former was thrust back on his own resources. 'C'hore was evidence, though, of 
a powerful hidden curriculum in secondary schools fostering passivity and 
dependence, making the chance of such self-help largely illusory. 
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VII 
FRES=N 
If the school-leaver on the threshold of the university is in a limbo between 
status positions, this is of course true of students as a whole and freshmen 
in particular. The student is neither simply a pupil, nor yet paid trainee, 
let alone qualified wage earner. His status, like that of the apprentice, is 
thus defined by its transience. In addition, he occupies potentially contra- 
dietory roles in being both client and member of the university, recipient 
of and contributor to its services. His position is thus characterized by 
an underlying role ambivalence more marked than has been the case at school. 
Against this the freshman,, in his position as novice, is likely to find him- 
self seen as a not yet fully fledged member of the university and the depart- 
ment. He is less committed to the department than the mid-term or senior 
student: it is easier for him to change subject and department. His position 
is thus more that of a client, but even as a client he will find doubts cast - 
and may. himself have doubts - as to his ability to benefit from university. 
If the freshman is more client than member of the department, the department 
must clearly go out of its way to meet his needs or risk losing him. To do 
this it must be concerned to know his expectations and wishes, to channel 
and make use of them, to provide necessary information and foster appropriate 
motivation. Its need to do these things will be the greater - from the 
department's point of view - the easier it is for freshmen to change subjects, 
the looser the inherent 'fit' between school and university, and the less 
the Department has embarked on any intake control prior to the entrants' 
arrival. But even with intake control, close fit and extra-departmental 
constraints against a change of subject or dropping-out, integration into 
the university will continue to be a major task. 
Clearly the socialisation of freshmen has to be recognized as an important 
departmental task. It cannot be merely a narrowly academic/technical process 
restricted to the scholastic field, if the department is to remain a normative 
as opposed to utilitarian or even coercive organisation. It must be concerted 
both in and outside the lecture room, too, if the department is to meet 
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- student wishes for an education, which facilitates "self-fulfilment" and a 
better "quality of life". And given that the Department will usually be 
recruiting on scant evidence from a number of disparate and largely unknown 
schools, the socialisation of freshmen can only work effectively if based 
on tyro-ray communication with the schools - the Department giving information, 
but also receiving it and acting accordingly. 
Departments have a number of means for fostering freshman integration 'in and 
outside formal courses and for redirecting at an early stage freshmen who 
could be better placed elsewhere. These range from relative "non-reactive" 
means (prospectuses and information sheets, descriptive course catalogues 
and notes on staff members' professional background and interests) to various 
types of face-to-face situations (counselling, tutorial systems and intensive 
freshmen's introductory courses). Even such mundane devices as notice boards 
and staff-members' hospitality can be important elements in a departmental 
freshman programme. Some of the face-to-face situations will be more approp- 
riately. structured to involve the freshman intake as a whole, others for 
sections of it (i. e. those concerned with a particular area of the syllabus), 
others at group level, others individual. Economy of communication will 
demand a combination of these. There is a role for both formal and informal 
counselling. Counsellors may be appointed from senior or junior staff, may 
be counselling specialists or combine counselling with other academic roles, 
they may be senior or mid-term students, all according to the area of infor- 
mation concerned. Clearly a Department has a wide number of alternatives in 
the media, content, counselling groups and counselling teams, the intensity 
and timing of the counselling it provides. 
The concern of this chapter is to discover and explain what kind of counselling 
programme was provided and the extent that the. ignorance and confusion with 
which entrants were seen to enter the Department were allayed, unaffected 
or exacerbated by their initiation, formal and informal, to the Department 
in their first semester, 
: LA 
_The 
first days and weeks at university, 
Appendix 2 gives a selection of immediate impressions by freshmen on their 
arrival in the Department. Here, and in numerous discussions with students, 
it was clear that the first days and the first week were often a vivid -= 
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usually unpleasant - experience. In view of tho lack of anticipatory socia- 
lisation that had taken place, this is not surprising. 
No measures were taken by the University or the Department even to arrange 
for the arrival of entrants at least a matter of days before the start of 
term for a period of preparation. The freshman would thus arrive for his 
first semester together with some 15,000 other - mostly older and more exper- 
iencod - students, already familiar with the routine of university life. The 
sprawl of the campus prevented direct confrontation with such numbers, but 
the isolation of being a stranger in large buildings and on busy thoroughfares 
was often reported. The large central student canteen, with seating space 
for seven hundred contributed to this. There was no equivalent of a 'fresh- 
man's fair' or any obvious attempt in or outside the Department to recruit 
the freshman to sporting or leisure activities, except by a few 'Korporationen, 
which left literature in the central student canteen. Sport was not run by 
self-organised student clubs, but provided by - and apparently compartment- 
alized off into -a specialist physical education institute. The 'Korpor- 
ationen', particularly in Berlin, still carried the stigma of their record 
in the Third Reich. Some were consciously elitist clubs fostering duelling 
and other forbidding rites. 
If the freshman had not experienced it before the start of semester, he Would 
now, too, come across the deterrent ritual of entrance to the Department - 
a ritual still found irksome by elder students: the need to present creden- 
tials on entrance to its premises, to deposit coat and briefcase outside the 
Department, and - on leaving - to have one's handbag examined for stolen 
books. He would fail to find a common room or effective meeting place in the 
Department. He would be struck by the frequent emptiness of the nearoct 
thing to this - the Department's gallery. No measures were taken by the 
Department to help freshmen get to know each other or older students. Thus 
the visible mass of established students on and around the campus contrasted 
with the lack of a visible niche within his chosen Department into which the 
freshman might fit. 
On top of this, and often a force for further alienation, was the need to 
complete a considerable number of formalities at'various points round the 
I 
oampus, such as enrolment, payment of fees, a medical inspection, collection 
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of library tickets, department membership cards, meal tickets, applications 
for grants, fee remissions etc.. It should be remember that these entrants 
wore often not used to dealing with the scattered authorities of a complex 
organisation. Immatriculation itself had forbidding overtonos: it involved 
the presentation of a police certificate as to entrants' criminal or non- 
criminal record and the acquisition of a so-called 'study book', to record 
the undergraduate's course attendance - the latter inviting comparison with 
the 'Schuelerbogen', the school record kept in secondary school and in which 
disciplinary misdemeanours were recorded. Some of the formalities had to be 
completed by imminent deadlines, others were rushed to in fear of the existence 
of unknown deadlines. Queues and waiting were common. A further cause of 
friction were unseen internal office conflicts apparently emanating from the 
structure of the central university bureaucracy (which in geographical terms 
was far from being central) and its relations with individual departments. 
A comment to the field worker in the University Admissions Office: "You're 
the only person outside this office to really understand the work we do. " 
Status differences between freshmen and the clerks, librarians and treasurers 
they met on the tour of offices were a further cause of friction. The fresh- 
is ignorant of the university but a member of the academic community, man 
the official is familiar with the university, but not recognized as a member } 
of the academic community. He is helping the student to gain access to 
privileges he himself has usually not had. Generation gap and class differences 
may also intrude. Under these circumstances the procedures of a large 
bureaucracy (forms, set office hours, official sanctions) easily reinforce 
the alienation the freshman is experiencing elsewhere on the campus. 
Returning to the Department, the freshman, if he had been confused by the 
Department's notice boards before the start of semester, may have been even 
more so after it, for the start of semester brings a rapid growth in. the 
number of notices crowding tim. There was no a priori way of his seeing which 
notices applied to freshmen, and in reading those for elder students, he may 
have increased his confusion. Even the notices for freshmen sometimes 
assumed knowledge that they would not necessarily have - of terminology, 
abbreviations, regulations and locations. 
Arriving home, sometimes more confused than when he had sot out, the fresh- 
man might resort again to the university lecture list. Here he would often 
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become aware of new obscurities - e. g. the absence of the locations and 
starting dates of courses. On reconsulting the Department notice boards, he 
might find himself with a room number or letter, but clueless as to the 
whereabouts of the appropriate building. Ho would come too early or too late 
for a given course through ignorance of the distinction between s. t. and 
Cot* 
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or for having missed an amendment on the notice board. In either case 
he might thereupon miss at least the first - often crucial - session of the 
course altogether, sometimes simply out of fear of entering a room in which 
a course was already under way. 
For West German students, the hectic scramble which can mark the first week 
or weeks of the semester was augmented by the difficulty of finding lodgings. 
Even for Berlin students remaining at home, parents had to adjust to a new 
daily rhythm in their child's student existence, a matter not always achieved 
without considerable - and lasting - family friction. 
To the outsider these various difficulties, at least individually, may not 
seem large'*, 17ith a certain amount of initiative, self-assurance and persis- 
tence, it might be thought, they should have been easily superable. But they 
did not come singly and the point has been made that the schools had done 
a good deal to prevent the growth of initiative, confidence and persistence. 
The first days and weeks of university were thus widely a period of considerable 
uncertainty and anxiety. 
2. 
- 
he Grading Tests (Einstufungsklausuren) 
On one of the first few days of the semester three tests were hold for students - 
two translations and an English essay. Each lasted an hour. They were de- 
signed to assess the attainment mainly of freshmen and thus allow them to 
be graded into various courses. Officially they were a precondition of 
admission to these courses. In the semester of the survey all three Grading 
Tests were held consecutively, with 15 minute intervals, on the second day 
of the semester. This was before a single official student counselling session 
had taken place and, for almost all freshmen, before they had attended a 
single course. Their first encounter-with academic work, then, was an exam- 
ination. It was shown earlier with what mistrust and hostility entrants had 
learnt to view examinations at school. Now they were to be examined in'skills 
they had practised little there (translation and essay) and for which it was 
r 
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difficult to prepare at short notice: a number of entrants had not even 
heard of the Grading Tests before these had already finished, some did so 
only a matter of minutes before they wore held - and then cat all three. 
One entrant feared that to 'fail' the Grading Tests(outright failure was in 
fact impossible) might mean the end of his university career. Another had 
not even heard of them by the end of her first semester. 
The author observed one of these tests - that in essay-writing. Of the 
subjects given: 
Dr. Barnard 
Weddings 
Spring is the Most Beautiful Time 
Labour and the Trade Unions 
- the first produced groans, the third remarks such as "What childish 
subjects: " and "What's this got to do with university? " In the examination 
room some of the freshmen were astounded at the amount of furtive reference 
they saw to concealed dictionaries by elder students (sitting or resitting 
these tests for examination practice and assessment of their written English). 
Later, but while the tests were still actually taking place, the author met 
a freshman, totally ignorant of the fact that they were being held (Vow should 
I know? ") She thereupon filled in her name on a Department notice-board for 
an Intermediate Exam Oral Test in a few days time, a test intended to assess 
spoken language ability attained by the end of the Basic Study programme - 
i. e. at least four semesters later. 
When the results of the Grading Test were put up, they were not always under- 
stood because the numbering of the courses into which freshmen were graded 
had not been explained. The results were in any case already too late for 
the first sessions of the first essay courses. Scepticism as to the fairness 
of the marking was expressed by several freshmen surprised at their own 
results. 
A samplo of the quality of work done in the Grading Tests is given at 
Appendix 3. 
- 
tion provided for freshmen 
It has a lreaddy been indicated that the University Lecture List, chance 
visits to the Department, and the Department's notioe-boards were inadoquate 
1 
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to bridge the pro-term hiatus of the disoriented entrant. Nor were they 
adequate after the term had started. 
I didn't realize you'd have to spend half the day in front of 
the notice-boards to find out exactly what was going on. 
(r V, /2) 
The official provision to fill this information gap consisted of information 
sheets and student counselling sessions. The information sheets provided for 
freshmen by the Department's office are shown at Appendix I+. With the 
exception of some notes on the use of the library, they consist virtually 
entirely of regulations, rather than offering suggestions or informal guidance. 
They deal with only a very limited area of the Department's activity: the 
Intermediate Examination, the compulsory courses for it and library regul- 
ations. The sheets are written in a dry, impersonal officdaIese striking for 
the amount of restriction and prohibition, often expressed with disconcerting 
emphasis (italics, underlinings, exolamatign marks and absolutes). There is 
no information on the goals of the Department, nor as to any activities and 
opportunities beyond the minimum required for examinations. 
As for the official counselling, a notice was put up one day before the start 
of the semester. The first obligatory counselling sessions in the Department 
took place from the eighth to the fifteenth day of the semester - in other 
words too late to meet the freshman's immediate needs. Lectures had already 
begun, in Anglistik, on the first day of the semester. The last freshman to 
receive his official student counselling did so after every teaching course 
in the Department was already under way. The assistant lecturer responsible 
for organising the student counselling explained this by the impossibility 
of obtaining a list of freshmen from the University Admissions Office before 
the start of the semester. The Department, he said, had had bad experience 
on previous attempts. Against this, the author had managed to obtain the 
full list, at least of main subject freshmen, 6 weeks before the start of 
the semester. The same assistant lecturer claimed that about a quarter of 
the intake each semester failed to enrol for student counselling but were 
subsequently chased by letter. 
An introductory obligatory mass 'student counselling' by the Director of the 
Department had been announced on the information sheets and on the. notiee- 
boards, to take place a fortnight after the start of the semester. On the 
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ninth day of the semester this - now styled 'Introductory Lecture' - was 
cancelled. No reason was given. 
The student counselling sessions themselves were announced in the form of 
a list on which entrants were asked to fill in their name beside the staff 
member whom they wished as a counsellor. On what basis entrants - vastly 
ignorant of the staff (see T1/67) - were to choose, was not indicated. The 
reaction of a student from Munster, who had just arrived in Berlin, and was 
now standing in front of this list, wanting his first counselling session: 
"It makes you feel a complete idiot'. Some of the members of staff's counselling 
sessions were quickly over-subscribed, others remained empty. The assistant 
lecturer responsible thereupon reallocated counsellees into groups of gener- 
ally 5 or 6 without consulting the freshmen concerned. Within a few days 
the list had disappeared. The resultant uncertainty as to which entrant was 
supposed to be at which counselling session became evident in the sessions 
that the author attended as an observer. Kafkaesque reports were received of 
errant searching for counselling sessions. 
Two case studies were made of student counselling sessions given by different 
staff members in the second and third week of semester, the researcher 
attending as a non-participant observer. He found himself in the ironic sit- 
of knowing all the students attending, from his pre-term interviews, uation 
while none of these were known to the counsellor. Six students attended one 
session, seven the other. Both sessions took place in rooms so cramped that 
the participants sat literally knee to knee. Each lasted just under an hour. 
In neither were there any steps to help the participants get to know one 
another and their names were not mentioned. On this basis the apparent lack 
of system in the sessions did not reap the advantages'of informality. 
"Both 
counsellors apologized for the belatedness of the counselling, one blaming 
the Admissions Office, the other pointing to the availability of voluntary 
consulting hours in the vacation, although, as was indicated earlier, school 
leavers rarely ventured to these. 
In both sessions the offioial information sheets were taken as the basis for 
part of the counselling. In one session the sheets were issued, in the other 
they were not, though some of the freshmen happened to have them. Common to 
both sessions was an elaboration of the requirements of the various exams 
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that could be taken in the Department, emphasis on the non-vocational orien- 
tation of the Department and the lack of occupations open to Anglisten. 
Toachingwas reconmended as a career - for its security. 
One counsellor encouraged freshmen to take their time over their first sem- 
ester, the other advised them to allow ten semesters to complete the course. 
One stressed that the "Wissenschaftlichkeit" of university work distinguished 
it from that of the school, and illustrating it by the presence of Old English. 
One justified mass lectures, adding - in reply to a question - that it 
was not usual to ask questions of one's "master" until after the respective 
lecture. One advised students to ask themselves what it seemed "sensible" to 
study. 
Some of the information was misleading - e. g. that the time limits to the 
Intermediate Scam were binding, that written papers had to be written in 
proseminars and that the low failure rate amongst doctoral candidates was 
duo to stringent academic selection beforehand. 
3 Some information was uncer- 
taro to the point of uselessness: 
Counsellor: Do your school teaching practice as soon as possible. 
Freshman: Even in our first semester? 
Counsellor: Yes, even then. 
Freshman: But surely you're not qualified to teach? 
Counsellor: Then in your third semester. You've got to get a 
taste of teaching some time. 
One qualified his information on the Intermediate Exam as being of limited 
value "as these things change so often". 
There was much by way of self-justification - of the courses offered, of the 
staff against students and of the present behaviour of the staff in t'oras of 
their past experience. One counsellor attacked left-win; and older studonts, 
encouragingfm shmen to speak up against them. -One described the official 
reading list in the Department as being too rigid and antiquated. His advice: 
Counsellor: S'm against it. Don't stick to it too closely. 
Freshmen: Are exam texts taken from it? 
Counsellor: Yes, in part. 
Freshmen: Then we do have to read it? 
Counsellor: Yes. w 
The same counsellor launched into a tirade against the "murderous" task of 
being a university teacher and complained of his subordination to his super- 
iors. He ended his session with the encouraging remark: "I admire your courage 
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in studying hero at all. How long, I wonder, before the semester is broken 
off? I've heard bets are being taken on it in some departments". 
In one of the sessions freshmen were asked if they had any questions; in 
the other they were not. A typical incident in one session was as follows. 
Freshmen were asked if they would like to know about the Final Examination. 
Titters, no answer. The counsellor thereupon simply went on talking about the 
examination. In each of the sessions freshmen contributions came largely 
from a single participant, while others uttered not a word. By far the most 
questions were on what courses should be taken in what sequence. Next most 
common were questions on exams. Otherwise there was very little identity 
between the questions asked in each session: they seemed to depend more upon 
what the counsellor chose to talk about than any apparent priority scale of 
freshmen needs. 
In the end, all 27 respondents in the freshmen survey did. have a counselling 
session - at least at-some stage of the semester (T3/5), though only 7 had 
the two sessions officially laid down for the first semester. Almost all 
thought the sessions moderate or poor, few thought them good (T3/6). Recurrent 
criticisms were: 
You are told so much there, and when you go for the first time you 
don't really know what to ask because you don't yet know what 
problems there are. (r 1/7) 
"Not individual enough, and ten minutes is too little, " "You don't get personal 
counselling, only information. " "More an inquisition than a counselling 
session". "Authoritarian; "Very superficial". The counsellor "himself didn't 
exactly know all he should. " "Merely a recital of the University Lecture List". 
"Not objective, tendentious, warned about the evil of left-wingers. " Comp-. 
laints were made that some staff talked at length of their own problems, 
rather than dealing with those of students. The minority of freshmen who 
spoke well of the counselling sessions they experienced used terms such as 
"Friendly", "Very informative", "Concentrated". One respondent thought "The 
staff have done everything in their power to help freshmen. " There is evidence 
here of highly differing expeotions and wishes as to the degree and content 
of student. counselling, some approving, of concentrated information, others 
seeking counselling as opposed to mere information. 
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The criticism was not merely destructive: of 23 students criticising the 
counselling, all were able to suggest improvements (T3/7). Information 
brochures should be issued before the start of the semester. Invitations 
should be sent individually to entrants also before the start of semester, 
Counselling should involve a personal relationship between counsellor and 
oounsellee. Counselling should be more intensive and more frequent in the 
first weeks of semester. It should be linked with counselling by experienced 
students. Detailed advice should be provided on how to study, compile time- 
tables and select substantially good, rather than formally necessary courses. 
Not merely the official organisation of the Department, but an objective 
description of the actual situation prevailing there should be given. 
1+. The Anrlistik courses provided for freshmen 
In the freshmen survey, questions were asked specifically on the three courses 
recommended in the University Lecture List for first-semester students of 
Anglistik, plus a course headed 'Introduction to the study of Anglistik'. 
Of these, three were thought by most to be moderate to poor in both course 
content and teaching style, and only one - not the introductory course for 
Anglistik - was generally thought to be good (T3/8,9,10,11). Freshmen were 
further asked how they would assess the other teaching courses in Anglistik 
they had attended. Half thought the course content good, the other half 
thought it moderate to poor (a divergence which could be explained by the 
diversity of parallel courses attended) while the teaching style was largely 
considered moderate or poor (T3/l2). When asked what they thought of the 
teaching programme offered in the Department as whole, the most common answer 
was that it was poor (T3/18). 
There was already marked disappointment and dissatisfaction in the first 
weeks of the semestero An entrant, asked to explain why he thought students 
abandoned Anglistik, replied: 
Because it is too dry. 
(Had you expected something different of Anglistik? ) 
Yes, I thought there'd be more English conversation and 
discussions, and that the courses would be held in English. 
(r 3/27) 
Another, asked what particular difficulties, if any, she had experi©noed in 
her first weeks in the Department, simply replied: 
To stomach my disappointment. 
(r 3/it ) 
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The minority of positive assessments of the content of the Basic Study 
teaching sessions claimed they were interesting, relevant and conciso. 
Negative ones were that they were dry, senseless, cramming or unprepared. 
Of a phonetics course it was said, "It's of little use, as the teacher him- 
self isn't able to speak good English: his pronunciation and intonation are 
poor. " Questions on teaching styles drew prolific comment: 
Positive: "Economic and stimulating. " 
Mixed: "But for his acting talent, his incessant 
lecturing would be tedious. " 
Negative. "Laughable. " "S'choolmasterly". "Highly authoritarian. " 
"Usually ignores questions. " "Can't keep to the 
point. " 
The dangers of a pre-university English instruction characterized by a pre- 
dominance of prose reproduction and an avoidance of essays have already been 
indicated. A freshman put his difficulty in essay-writing down to the fact that, 
unlike translation, where he had a text to which to cling and merely had to 
reproduce knowledge, with essays he had to. produce thoughts of his own. 
The times at which the various courses took place caused time-tabling diffic- 
ulties for a third of the sample (T3/19), though the majority did not Trish 
to attend any teaching courses in Anglistik beyond those they were actually 
attending (T3/20). Some found the patchwork way they were required to piece 
their timetable together resulted in unhelpful gaps between sessions - not 
long enough to do anything useful, but long enough to be wasteful. Much more 
criticized was the extent to which staff members cancelled sessions of their 
courses, some up to 3 or 4 times in one semester. Staff members claimed that 
this was because of intolerable political pressure by elder students. The 
majority of freshmen clearly though that the reaction of staff in these 
circumstances was disproportionate and pedagogically irresponsible. 
I don't understand why a teacher should leave the room when elder 
students wish to attend his course. You come'as a freshman, having 
got up early to get there punctually, and what happens? NOTHING ... 
A teacher should keep his composure even if he is forced suddenly 
to depart from his plan. That way he will make a much better 
impression. (r 3/32) 
5L Freshmen's work styles 
If one accepts freshmen's own description of their patterns of work in their 
first semester, these were characterized by assiduous note-taking and much 
less by way of participation in class-room discussion (T3/15). In. other words 
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hero, as at school, more receptive, passive patterns of work dominated. 
Most claimed to ask important questions of teachers as soon as these occurred 
to them, though some admitted that they lacked the confidence to ask questions 
at all (T3/17). 
Not one of the freshmen had attended one of the tutorial groups held in the 
Department by older students, though these had the blessing of official 
approval and were intended, according to university regulations, precisely to 
foster contact amongst students. In fact, such student tutorial groups had 
been one of the few significant innovations pioneered by the Free University. 
The tutors were provided with a modest salary and funds for social purposes 
such as theatre visits and parties. Their failure to work effectively in 
the English Department probably derived on the one hand from the marginality 
that extra-curricular activities had held at school. On the other, they were 
not held as being of major importance by the Department: they were not 
advertised in the official lecture list, or on the staff notice-board, were 
not mentioned in the two counselling sessions observed, and were not announced 
on a subsidiary notice board allocated to them until three weeks after the 
start of semester. Even when they were announced, they became a bone of 
contention between staff and student representatives, so that freshmen wishing 
to start attending them a month after the start of semester could not assume 
their legitimacy. 
Rork in informal study groups and other private study in cooperation with 
fellow students from the Department was slight (T3/22,33). This was not 
caused by competing demands from freshmen's subsidiary subjects, from which 
interference with their Anglistik studies was virtually non-existent (T3/23). 
Most of the sample worked mainly - alone - at home (T3/32). Freshmen were 
thereby continuing the patterns of work they had learnt for years at school; 
individual work in an institution (the school) whose doors closed almost 
totally with the completion of the last formal teaching session, and where 
heavy reliance was placed on daily "homework". In addition, of course, come 
the causes of alienation from the Department so far shown to operate on fresh- 
men after their arrival at university. 
b Preshments reading 
As might be expeoted, the majority had read at least a little primary 
., 
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literature in. their first semester (T3/24. ). Most commonly they had road 
between two and four works, but eight had read only one or parts of two. 
Five had read none. Reading of secondary literature and periodicals had 
scarcely taken place at till (T3/25,26). Four students had managed, in their 
first semester, not to read a single work for Anglistik, whether primary, 
secondary or periodical, and eight had read only primary literature - usually 
little at that. This data speaks eloquently of the failure of staff to moti- 
vate freshmen. The reading lists - had they been concise and annotated - 
might have helped, but those issued in the Department, for both Early English 
and English literature were thought poorly of (T3/27,28). Their length alone 
was often enough to repel, and as was seen in one of the counselling sessions 
observed, they were subject to disparaging comments by members of staff, too. 
The library most frequently used by freshmen was the Department's own library 
(T3/29). There was ignorance of other English libraries in the town. The 
Department library consisted of two large rooms with seats for 100, but was 
rarely occupied by as many as ten students at a time, so was not a good 
place for diminishing freshmen's sense of isolation. Furthermore it was pre- 
dominantly a reference library, and in this respect ill-suited to moot the 
freshmen habit of working predominantly at home. Lack of familiarity with 
the library, to be expected from what was shown of freshmen's reading habits, 
was manifested by one in four of them feeling themselves in no position to 
assess its quality (T3/30). 
7. Freshmen's social integration into the Department 
It has already been seen that there was little social interaction in respon- 
dents' work habits (T3/21,32 and 33). There was no recreation room for students, 
whatsoever, in the Department. An exposed bench at the entrance to the 
Department, and a table with a wide range of daily and weekly English papers 
were an inadequate substitute. Even the refreshment corner in the hall below 
the Department totally lacked seats and tables, and in the course of the 
field-work the counter attendant there gave way to the impersonality of slot- 
machines. The canteen of the Romance Languages Department, in another set of 
buildings a couple of hundred yards-away, with its amplo seating and personal 
service did, though, provide something of a meeting place (T3/35)ß but was 
apparently not used by staff. It was more often used for refreshmonts than 
the refreshment corner immediately below the Department, though little more 
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so than the mass thoroughfare of the University Mensa. In nearly a fifth 
of the cases, lunch tended to be eaten at home (T3/34). The Department was 
most commonly visited by freshmen four times a week (T3/37)ß though nearly 
half of them lived over 40 minutes' journey away (T3/36). 
The number of friends and acquaintances freshmen claimed to have made in the 
Department in their first term was most often between 5 and 15 (T3/38), a 
figure which should be seen in relation to the four or five hundred students 
using the Department. There was little integration by freshmen into groups 
of fellow students, even less initiative in forming groups themselves (T3/39). 
Contact with the staff barely came to pass: two thirds of the freshmen had 
spoken with not a single member of staff outside teaching courses and the 
official student counselling in the whole of their first semester. Some com- 
plained of arrogant and brusque treatment in staff members' consulting hours 
(T3/z+0). 
I came across Prof. X [in fact 'a senior lecturer]. I wouldn't 
exactly relish being in one of his courses. 
(Why not? ) 
He seemed so arrogant. I had a problem and said to him 
"I'm new here and don't know my way round. Could you 
give me some advice? " He fobbed me off at once and said 
I should read the notice boards. I told him I had done 
so and had seen his consulting hour announced there. "Sell, " 
he said "I can't do it now, you must find someone else. " 
(r 1/33) 
One wrote: 
The staff is very prickly. They see malicious intent in 
every question you ask. After a while you become inhibited. 
( r/3/20) 
Only 3 out of 27 freshmen had had any social invitation from a staff member 
(T3/41). Almost all considered staff-student relations in the'Department to 
be poor, not one saw them as good (T3/42). Several described the relationship 
as "cool" or "very cool". 
The pre-university difficulties of students from evening school were followed 
by special difficulties for these within the Department: 
Then I told Herr X [a staff member in his consulting hour] that 
I hadn't got my 'Abitur'. He was a bit shocked and said "Wells, 
the Department is not full, so perhaps it will be possible" - i. e. that I stay there. (r 1133 
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The sarge student was worried - because of the particular circumstances of 
his admission to university - whether his first semester of Anglistik would 
be credited. He was told, "why got so excited about one semester? You'll 
need 14 in any case, so one extra is neither here nor there. " The impact of 
this on a student who had worked his way through evening school and who was 
financing his studies from earned savings can be imagined. 
B. Freshmen and the political situation in the Department 
It appeared that few freshmen had even heard before the start of the semester 
of the state of staff-student relations in the English Department. In their 
first days and weeks there they were to experience these in a number of ways. 
The size, ubiquitous red paint, and vehemence of student posters, together 
with the fact that they were painted direct on institutional walls, were an 
experience strange to school leavers. The content of the slogans, dealing - 
as they did - with university and Department internal politics and personalities 
was a further alienating factor. What, too; could a freshman make of official 
notices which had been scrawled through and decorated with discounting 
marginalia? Horn much of them should he accept? 
Next, in the counselling, formal and informal, available to him, he found 
himself the object of a tug-of-war between students and staff, each wooing 
his allegiance. For nearly tventy years student counselling in the Department, 
insofar as it had existed, had been provided by the academic staff alone. 
In the wake of the student revolt the suggestion had been raised that older 
students should also assist in the official counselling sessions. But by then 
friction between staff and student representatives gras so great that the 
latter rejected this arrangement in favour of separate counselling of their 
own. This separate counselling was implicitly condoned by the Department in 
that it officially made a room available and informed freshmen in the infor- 
mation sheet issued to them on the Intermediate Exam that counselling was 
shared by the staff and the student representatives. The other event originally 
held in the Department for freshmen, the so-called immatriculation ceremony 
had always been laid on by the staff. At it a professor would give a talk on 
Anglistik, whereupon staff were presented in rapid succession by name and 
status; there followed an address by the main student representative., This, 
ceremony had increasingly become an arena for gladiatorial contost, between 
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the Director of the Department and the student representative. Finally it 
was converted into a professorial lecture and then disappeared altogether. 
The same fate (disappearance) - for the same reason (staff-student friction) - 
was true of a booklet for newcomers to the Department, produced jointly by 
students and staff in the mid 1960's. 
We have already seen the lind of student counselling provided by the staff. 
If the staff had neglected to approach entrants before the start of semester, 
student representatives had not. Unlike the staff, they had overcome the 
obstacle of there being no official pre-semester list of entrants by approach- 
ing the student admissions secretary of the Faculty to obtain addresses. 
Their letter to entrants was admittedly written only four days before the 
start of the semester. In a language fairly insuperable for entrants, it 
warned of institutional horrors awaiting them in the Department, and invited 
them to a students' information session in the Department. Large posters in 
the Department announced this "Information for Freshmen" session, which was 
held on the third day of semester. 
The session was attended by 45 students, of whom 15 were students already in 
the Department, mostly in their first few semesters. Half the intake of fresh- 
men attended. No staff members were present. Free beer was issued. There 
followed a lengthy lecture from the student representatives, and a discussion 
in which no freshman spoke. The representatives gave a partisan picture of 
the Department -a somewhat disconnected set of generalisations and vivid 
detail, delivered in a verbal melange ranging from street slang to student 
argot. The freshmen were told of an intransigent staff, reform-thirsty students 
and clashes in which the staff had called in the police. Much was made of 
the irrelevance of Early English. Thumb-nail sketches of one or two staff 
members were given: 
We have an elderly professor here, Professor X, who gets up on 
a rostrum to lecture - no, not to lecture, to read aloud from 
books he brings. You can sit there and follow in your own copy. 
He doesn't like anyone to interrupt with a question. 
And of the course contents it was announced, - whether for the orientation or 
further disorientation of freshmen - "Our definition of 'Wissenschaft' is 
different from that of the staff". The freshmen were asked to stage, there 
and then, a sit-in in the Department library. Two freshmen left in disgust., 
(One was later to describe the meeting as "rabble raising". ) Some gave 
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tentative expression to their bewilderment, one asking if she would find 
better circumstances in 'West Germany, another requesting time to consider 
for which side of the fence to opt. Most remained silent. The indecision 
and even fear of a number of entrants, when faced with the challenge to take 
on an initial political commitment, had been reflected., too, in interview 
responses even before the start of the semester: 
I don't know how I should behave. When I start studying I will 
always be on the side of the students. I know how it is from 
w friends; I don't know if I'll simply be swept along with the 
tide. I hope not. (r 7/22) 
Individual counselling by student representatives was announced on posters 
to take place over a two hour period every day in the gallery during the 
second week of the semester. The field worker attended on three separate 
occasions only to find neither counsellor nor counse]he, 
Opinions as to the relative merits of the gtaff and the students' counselling 
sharply differed. For most of the freshmen who had experienced both, the 
contradictions between the two can hardly have contributed much to disentan- 
gling the academic maze. In fact, when freshmen were asked where they had 
obtained information on the Anglistik course, the official counselling sessions 
were the source most commonly mentioned, with fellow students the next most 
common (T3/4). in some of the teaching courses themselves freshmen further 
experienced the polarisation between staff and students, on the one side 
defensiveness and irritability, on the other militancy, both sides aggressive. 
The one organised political group of students in the Department, the Ad Hoc 
Group, ' consisting mainly of more senior students, had chosen to enter some 
of the freshmen courses (from w hich they would otherwise have been absent) 
for purposes of agitation, hoping to recruit supporters. The Basic Study 
Course had in any case become a traditional target of the left in the univer- 
sity, because of its ostensibly propagandist role, the higher degree of 
compulsion in its syllabus and - in the English Department - the emphasis on 
Old English. 
In the middle of the summer semester, the staff of the English Department 
closed the Department, on the surface of events because of the interruption 
of certain teaching courses, the blame for which was placed on an unspecified 
group of students. That these disturbances were merely the outcome of forces 
which had been building up over years should be clear from what has been 
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written so far in this study. The closure made a strong impact on freshmen 
and serves as a set piece to explain conflicts in the Department. It will 
be taken up here and again in the chapters on staff-student relations and 
the academic staff. 
One week after the start of the semester the Senator for Higher Education in 
Berlin sent all students a circular dealing with the widespread claim that 
it would be a "hot" summer at the Free University. In a mixture of polemic 
and measured reason he appealed for students neither to aid "self-styled 
professional revolutionaries" nor to be electorally abstinent "grey mice". 
He called for rejection of any student disturbance on the grounds that such 
actions prevented reform and on the strength of the imminent introduction of 
a new university law. The issue was presented in simple black and white: 
either one was for reform or for civil disobedience and worse. The newcomer 
was thus under pressure from the state - despite unfamiliarity with the issues - 
to take sides. 
Meanwhile, in the first fortnight of the semester a number of course sessions 
had been broken off by staff members, claiming interruption by a group of 
students. The students concerned were members of the Ad Hoc Group. Their 
provocation was broadly of two sorts: a protest against entrance restrictions 
to courses, and the questioning of course contents. The former consisted 
mainly of the peaceful attempt of older students to attend courses meant for 
students in their first semesters, or where admittance was restricted to those 
who had beforehand applied personally to the teacher concerned. Some staff 
members refused to allow these students to stay and saw their mere presence 
as a reason for breaking off courses. In addition, some students were trying 
to attend a particular seminar without writing the seminar paper formally 
required. Where, the disruption was over course contents, students were 
questioning the point of having Old English, were objecting to a positivist 
approach to literature and to one professor's insistence on continuing the 
subject of his previous term's seminar before moving on - in mid-semester - 
to that announced in the lecture list for the current term, Apart from the 
admission of older students to introductory courses, these issues were all 
running sores of long standing in the Department. Before this semester they 
had also been the cause of disruption. 
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Two weeks after the start of the semester the staff published a notice de- 
claring their "solidarity" with those colleagues who had had courses disrupted, 
and threatening termination of all courses should the disruptions continues5 
Student marginalia added to the notice (! 'Lunatics: " etc) indicated the storm 
to come. A fey, days after this there was a student assembly in the Department 
attended by 70 students (including 10 Freshmen) and 2 junior staff members. 
The Ad Hoc Group vehemently put forward a large catalogue of complaints 
about the staff, thematic to which was the staff's intransigence and refusals 
to consult or inform students. The two staff members present refused a pro- 
vocative invitation to speak in defence of themselves und their colleagues; 
they were there, they said, merely to keep informed. 
Meanwhile, the disruption of some teaching courses continued, though it was 
on the decline and affecting only a few of the 60 or so courses being held, 
when all students received a circular from the staff announcing tho closure 
of the Department for a week. The reasons given were: 
1) The disturbance of certain courses; this was described as illegal 
attendance by students attempting to take charge of the courses, 
thereby preventing serious "wissenschaftliche" debate and the 
"appropriate education" of younger students. 
2) The "defamation" of the staff and other "lies" told in student 
meetings and leaflets. 
The Department would be reopened only if a "convincing majority" would sign 
an attached slip denouncing "all defamations of the staff and all disruption 
of courses". The full text of this staff circular is given at Appendix 5. 
Our concern here is with the affect of these events on freshmen. Almost all 
freshmen respondents deplored the staff's action; only two approved of it 
(T3/1i. 3). Representative of the general tenor of freshmen's responses was: 
Scarcely reason to close a Department for a week - it was 
unjustified. The staff circular was close to blackmail. 
It worsened attitudes towards the staff. 
(r 3/10) 
Some freshmen thought it cowardly or sly of the staff to resort to a postal 
circular rather than speaking directly with the students. One considered the 
circular so provocative that she, "peaceful citizen that I am, was tempted 
to climb onto the barricades". The closure provoked - if only momentarily - 
the sole collective initiative evident from this intake of freshmen during 
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the whole three terms of the fieldwork. A group of them organized a meeting 
of freshmen and placed an open letter of protest (Appendix 6) on the Depart- 
ment's notice boards. A further freshman sent an open letter to the staff 
reproduced at Appendix 7. 
It was shown above that before the closure the freshmen were already being 
wooed by opposed factions - the staff, the state and the students. They were 
in a dilemma: on the one hand the call for obedience to authority, the con- 
cern that courses for which they (and their parents) paid study fees should 
not be cancelled., and fear of reprisal should they defy the staff, on the 
other hand loyalty to their new peer group. 
In the event, a number of institutional factors appeared to decide freshmen's 
reactions. As shown earlier in this chapter, there was widespread dissatis- 
faction amongst freshmen with the syllabus and the quality of teaching in 
the Department. The premium placed by the staff on the "Wissenschaftlichkeit" 
of their work was viewed with scepticism: ' 
(What did you experience in your first semester that you had 
not expected? ) 
It staggered me that many university teachers - who after all 
are supposed to be the intellectual elite, should have got 
permanently stuck at a certain point in their academic work and 
ignore anything new which goes beyond it. The worst thing about 
it is that they can afford to do this, as they're not accountable 
to anyone. There is no institution which from time to time can 
check their competence. Yet they even have the power to evict any 
student who seriously tries to extend his educational horizon, 
branding him as an agitator. Not one of them is prepared even 
to try anything at all progressive, be it merely a change in the 
way a course is taught. There's every reason to think they are 
either so presumptious as to assume their view alone is right, or 
simply too lazy to take on more work. This has struck me so 
vividly this semester, because in my other subject the situation 
is so different. There most of the teachers welcome any new 
suggestion that students make. (r3/31) 
This student didn't consider herself left-wing, nor did she join any political 
group in the three semesters of the fieldwork. Another expressed his surprise 
to find that "a 'Wissenschaftler' could contradict himself three times in 
one sentence". Such scepticism was doubtless strengthened by the vociferous 
quostionning by the Ad Hoc Group of the validity of the staff's "V7issensohaft". 
Freshmen had been surprised, too, by what they thought to be the immoderacy 
of staff reactions (flone yelled at us in our first semester that we were the 
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concentration camp warders of tomorrow") and the staff's conservatism 
("everything is much more reactionary than at school - with young assistant 
lecturers less progressive than elderly school-teachers"). The considerable 
publicity the Ad Hoc Group gave to student complaints and the reactive 
silence of the staff on these issues in and outside official counselling 
sessions strengthened freshmen in their own observation of inadequacies. 
Against this background the circulars from the senator and the staff present- 
ing the option open as a simple choice between black and white - between 
militant extremism and the observation of prescribed rules - did not corres- 
pond to freshmen's experience, were partly received as an insult to their 
intelligence and integrity, and were counter-productive. 
As for the disturbances themselves, they were not numerous enough for fresh- 
men individually to have experienced more than a few. Some had experienced 
none at all. Moreover the disturbances often took the form of Ad Hoc Group 
students raising questions as to the "sense" of old English, of positivist 
literary criticism etc. - questions of concern to freshmen. In one of the 
official counselling sessions observed, it will be recalled that freshmen 
were urged to ask themselves, in compiling their timetables, precisely what 
it seemed "sensible" to study. Freshmen often stated that they did not view 
elder students' intrusion and questionning as a disturbance, let alone cause 
for terminating a session. Part of their approval appeared to be a belated 
reaction against the lack of opportunity they had found at school to protest 
against what they considered irrational and inefficient teaching practices. 
At times, though, the freshmen also considered the Ad Hoc provocations ex- 
cessive. In summary, up to the closure of the Department they had grounds to 
be critical of both sides, but no moderate group between the two with which 
to any. 
So much for the direction of freshman reaction, what of its strength? Despite 
their sympathies, only a small number of freshmen attended the freshmen's 
meeting on the closure of the Department and signed the freshmen's open letter 
of protest. Others, despite their sympathies, signed the staff circular for 
fear of the consequences of abstention. One freshman volunteered an explana- 
tion: 
Coming from school, freshmen feel very isolated. Many are highly 
submissive. Because so much of the emphasis in school has been 
on individual competition - trying to be better than others we're 
just not able to join the political groupings of others in the same 
G 
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plight as ourselves. 
(r3/36) 
The insecurity caused by the novel situation of university further hindered 
contact. Some freshmen gained the impression from the grading tests alone, 
that their school English was inadequate. Most reported difficulties in study- 
ing independently. They were conscious of their distance from the staff, 
whose formal collegiality they noticed, and from the in-group atmosphere of 
the Ad Hoc Group - the one with its titles, suits, ties and academic cliches, 
the other with its christian names, casual dress, hair and student jargon. 
Freshmen not socialized at school for the formal activities of a university 
department, nor for the political in-fighting of a polarized institution, 
found themselves ignorant, insecure and alienated, yet under pressure from 
at least three sides to commit themselves to generally unpalatable alternatives. 
9. Temptation to abandon the Department 
During their first semester one in three freshmen seriously contemplated 
changing their main subject (T3/1). The indications (T3/2,3) were that dis- 
satisfaction was with Anglistik, and specifically the English Department, 
rather than with the university, or with studying. A few potential problem 
areas of a more personal nature were raised at the end of the questionnaire. 
Respondents claimed they had not met unexpected financial difficulties in 
their first semester (T3/44), and studying had, for most, meant no new dif- 
ficulties with parents (T3/4.5), nor new personal problems (T3/4.6). There were 
a few cases of acute family and financial problems: one respondent shut out 
from home, and another unable to buy basic books he needed for Anglistik 
because of the belatedness of the first instalment of his student grant. But, 
in general, the postal questionnaire used was clearly an inappropriate 
instrument to reveal deeper personal problems. 
Notes-to Chapter V11 
1 
German student clubs with a conservative tradition and rituals of their 
own. They sometimes have their own uniforms. 
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2 'Sine tempore' and 'cum tempore': the former a notification that 
a course session will start punctually, the latter that it will 
begin after the "academic quarter", i. e. fifteen minutes after 
the announced time. 
3 That the English Department had a particularly good record in this 
respect is doubtful'in view of the statistics on doctoral work in 
English departments at . Test German universities including the FU in 
T. Finkenstaedt and M. Eedelberger, Anglistik 1970, p. 79, and considering 
the findings on doctoral work in the Department presented in Chapter 
xlv. 
4 See Chapter 1V, pp. 82-81F.. 
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VIII 
SOPHOMORES 
The entrant/freshman intake studied so far was followed through into the 
sophomore year: the same respondents were surveyed at the end of their third 
semester. The purpose of this within the institutional analysis was firstly 
to see whether first impressions of the Department were borne out by greater 
familiarity with it. In this sense, too, sophomores can be regarded more as 
informants on the Department than they could while still freshmen. Hence the 
second purpose was to use the sophomores as informants on the nature of the 
-education and socialisation provided in the first part of the undergraduate 
course. This in turn by two means: by their description and assessment of 
their experiences, secondly by any changes that could be observed in their 
own attitudes and behaviour patterns. 
1. Counselling for undergraduates 
There was evidence in the earlier surveys that the timing, attendance, content 
and structuring of the counselling provided prevented it from being an efficient 
source of information or motivation. From the sophomores it was learnt that 
staff did - as was their official duty - continue to invite students assid- 
uously to their counselling sessions (251). Half the students, though, after 
one experience of the counselling, ceased to attend further sessions, despite 
being invited (T5/2,3). A third of the respondents classified the counselling 
as, poor or very poor and almost all the remainder put it at no better than 
moderate (T5/4). Criticisms made earlier by the sample had become sharper: 
The counselling sessions were too conformist to the system, 
i. e. not critical enough. The counsellors saw the courses 
offered in the Department as an ultima ratio. 
(r 5/10) 
They were more advertising agency than student counselling, 
(r 5/13) 
Instead, what was wanted were: 
A critical analysis of the undergraduate course. Recommendations 
as to which to take and which to avoid would have been of more 
help. 
(r 5/13) 
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More information on the teaching style of individual staff 
members. (r 5/33) 
In not providing satisfying counselling, the staff were not only detracting 
from their own image but making students more dependent on the information 
provided by fellow students, and - as already seen - this was to a considerable 
extent directed against the staff. In the event, sophomores claimed that, out- 
side what official counselling they had, they more often obtained advice from 
fellow students than from staff members (T5/5). The outcome of three semesters 
- i. e, one and a half years - study of Anglistik and the various advice 
obtained was that while half the students said they had a clear conception 
of their purpose in studying Anglistik, the other half said they had not (T5/ 
6). 
2g Teaching courses in the first three terms 
Motives for attending specific courses in Anglistik were mixed (T5/7). The 
most common reason given was pronouncedly utilitarian: to obtain a course 
certificate. The phrase "I only want to get my certificate", and its varia- 
tions, were often heard in the Department, either as an admission by the 
students concerned, or as an indictment by others of student lethargy - from 
both political right and left. The next most common reason given for attending 
specific courses was also short-term and uttt. itarian: preparation for an exam. 
Less common than either of these was interest in the topic, while very few 
used teaching courses as a means of achieving the contact with staff they did 
not obtain elsewhere. 
Sophomores generally assessed the content and teaching style of the courses 
they had experienced in their first three semesters in the Department as mod- 
erate (T5/20-23). The exception was Early English: from half to two thirds 
found both content and teaching style here poor or very poor. In all cases, 
bar the teaching of modern English, teaching styles were assessed less 
favourably than course content. ' Reasons for this will be shown later. There 
was a correlation between assessment of course contents and teaching styles 
for the various sections of the syllabus. This may have been due to a genuine 
interrelation, but in view of the similar state of the, curricula and staff 
recruitment patterns across sections of the Departments' was more likely a 
halo effect based on attitudes to particular sections of the syllabus. 
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A question on desired changes in the syllabus showed clear sources of dis- 
content (T5/24). Virtually the whole sample wanted less Early English 
language and literature, more contemporary English language. Noone wanted 
less emphasis on English literature; over half wanted more. After three 
semesters, the specific fields missed in the English Department courses were 
didactics, linguistics, basic theory of language, literature and aesthetics, 
the sociology of literature, methodology and the study of media such as news- 
papers, television, and film. Attention was drawn, though, to the danger or 
an amateur, unqualified approach to these: the sociology of literature, for 
example, should be the sociology of literature, rather than the mere adduotion 
to literature of chance social 'facts'. Disappointment was expressed that 
topical subjects were not dealt with. The one respondent calling for systematic 
treatment of a Marxist approach to literature did so expressly "because of 
its topicality" rather than for ideological reasons. 
A set of questions were asked to discover the extent to which basic elements 
of literature and language study were covered by the teaching programme and 
to which basic skills were taught. The modal replies were that questions 
as to the nature of literature were little considered, while the purpose in 
studying it, the nature of academic or scientific work, the relationship 
between methods and findings, the point in studying a (foreign) language were 
not considered at all (T5/25). The modal reply was that no introduction what- 
soever was received into the use of reference works, to the periodicals 
available, to the construction of a filing system, or to self-expression, and 
style in academic work (T5/26). There was, though, widespread and unfilled 
demand for all of these, particularly for help with self-expression and for 
an introduction to periodicals (T5/27). Almost all the sophomores felt in- 
adequately informed, or uninformed, about recent research findings in`Early 
English and Linguistics, and two thirds felt the same with regard to English 
Literature (T5/15). Books and articles, rather than teaching courses or 
fellow students, were the most common source of information on recent research 
(T5/16). It has just been stated that sophomores claimed to have had little 
or no guidance as to how to express themselves in academic work. Not only 
this, but most went through their first three semesters without writing a" 
single paper (T5/17),, -a phenomenon quite extraordinary to the Anglo-Saxon 
observer. It is no wonder that papers wore often approached with awe and fear. 
Linguistics was, in any case, thin on the ground in the Department, - but the - 
tý 
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Early English section dispensed with papers almost entirely (T5/18). When 
papers were written, in whatever branch of the Department, the topic was in 
most oases decided solely by the staff member involved (T5/19). Only 6 
sophomores out of 31 had written a paper on a topic they themselves had chosen 
or helped to choose. 
Experiences differed sharply as to the frequency of active discussions within 
teaching courses (T5/9). Almost half the sophomores claimed they occurred 
seldom or never. The sophomores professed to little shyness ox their part 
about asking questions, though 1 in 6 said they were often too unconfident 
to do so (T5/10). Most stated that they were usually given information on the 
intended content of the subsequent session., though only half said this happened 
often (T5/ll). 
Sophomores were asked which staff members had helped them particularly, and 
which they considered particularly able teachers (T5/31-33). A caution is 
needed in interpreting their responses. The perspective of students - the 
recipients of education - is not the sole perspective from which teachers 
should be judged, but it is clearly a major one. 111oreover sophomores were, by 
their very situation, more likely to meet certain members of staff than others. 
Some members they would not have met at all. Over half the sophomores could 
not name any staff member who had particularly helped them, and nearly as 
many could name no member of staff as being particularly able teachers (T5/ 
31-33). There were comments such as: 
There was noone who particularly helped me. 
(r 5/16) 
Even bivariate analysis of these teacher assessments would call for a study 
in itself, involving quantifying and holding constant the frequency with 
which individual teachers were experienced at all and in what situations - an 
almost impossible task. And oven were correlations found between these 
assessments and, say, teachers' age, sex, nationality, personality, school- 
teaching experiencepolitical position or status in the Department, the 
question remains as to whether they would say more about teaching ability 
and helpfulness or about the students making the assessments. For institutional 
analysis of the English Department the ranking of assessments established 
an important point, though, in that the teacher who clearly led the composite 
helpfulness and teaching ability list -a man known for his left-wing sympathies 
(T5/33). had his contract terminated, despite his plea to the contrary, in 
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a Department, where according to students, there was hardly a surplus of 
good teachers. The view was sometimes put to the author, by both staff and 
students, that this was a political decision. There was a certain amount 
of circumstantial evidence to support the assertion, though the author has 
no proof either ray. 
3. Sophomoreg' yrork styles. 
While the majority of the sophomores had, so they claimed, worked regularly 
for Anglistik, almost half had not, and four had - they admitted - done vir- 
tually no work (T5/51). The modal attendance of official courses in the 
subject was 6 hours a week, i. e. no more than that recommended by the Depart- 
ment as the minimum for students in their initial semesters. This last finding 
is partly explained by the sizeable minority who had given up various courses, 
mostly complaining of poor teaching. The pattern, though, of doing little 
other than prescribed work, motivated primarily by immediate utilitarian 
goals is a clear continuation of work habits learnt at school and shown in 
the entrants survey. The time worked for Anglistik, outside official teaching 
courses, tended to be under ten hours a week (T5/52). Patterns learnt at 
school were evident not only in sophomores' choice of courses and the amount 
they worked, but in the way they worked. There was assiduousness in working 
habits which are teacher-led, for example preparing for the next session 
on the basis of the teacher's information (though even here a third of the 
respondents claimed seldom or never to have prepared) and in note-taking (T5/ 
11-13). Work habits requiring greater autonomy - for example participation 
in discussions, working over of course material, writing of papers, attendance 
of voluntary tutorial groups, of student working groups, and private study 
in cooperation with other students - were shunned (T5/13,1iß, 17-19,31+, 55). 
Just as it was shown that the grammar school had functioned with pupils 
attending, on the whole, only for the minimum compulsory hours, with little 
existence of, and involvement in extra-curricular activities, so students, 
often living at great distance from the university and from one another, and 
with virtually nowhere to meet in the Department, did most of their work 
alone in their lodgings (T5/4.8), though 1 in every 6 described working con- 
ditions there as unsatisfactory (T5/4.9). There was no mass preference for any 
one institute or department in the university as a place to work (T5/50), 
although, in the light of the fragmentation and friction within the English 
Department, the failure of the Department to provido an attractive' working 
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environment assures a special importance. One would expect the two phenomena - 
institutional friction and unattractive workplace - to be reciprocal. 
A third of the sophomores used the English Department library regularly, 
and almost all the remainder of the sample used it occasionally (T5/1.5). 
Only 1 in 3 were using the University Library at all. Just as the official 
student counselling had been little used) so were also the - optional 
conducted tours provided, as an introduction to the Department library and 
that of the University. 
Vacation work extended over the lesser part of vacations (T5/53). Nearly 1 in 
4 respondents did no work at all for Anglistik in the 5 months between univer- 
sity semesters. In this, they were apparently carrying out intentions they 
had before coming to university. (T]. /91). 
Such, then, was the response of students tb a university study for which they 
were in neither sense prepared - over half the sophomores said that the 
nature of their Anglistik studies corresponded hardly at all to their pre- 
university expectations of the subject (T5/lß. 2). 
J. Attainment and examinations 
No attempt was made to examine sophomores' attainment over the three semesters 
surveyed. In view, though, of the complaint sometimes heard in the Depart- 
ment - usually by somewhat more senior students - that their spoken and 
written English had actually deteriorated' since they had been at university., 
a question on this was asked. Half the sophomores thought their command of 
English had improved since entrance. A quarter thought it had stayed the 
same. The remainder thought it had deteriorated (T5/36). 
Over half the sophomores had, in their first three semesters, failed at 
least one part of the Intermediate Exam (T5/39). One already had eight fail- 
ures behind him. Phonetics, and to a lesser extent English essay, were the 
major pitfalls (T5/38). Phonetics require not only mastery of new symbols, 
but a knowledge of pronunciation, which (there were indications in the 
entrants survey and T5/36) sophomores might not have. Essays were widely'' 
found by students to be the most difficult language exercise. This was often 
not so much because of incompetence in English, for essay-writing 'alloys 
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language difficulties to be side-stepped more easily than, say, translations 
or syntax exercises. Rather, students tended to come to the university in 
ignorance of essay forms, unpractised in the art of expressing themselves 
briefly on a subject, or in creative writing (see the remarks made earlier 
on the prevalence of prose reproduction in the sixth form). The number of 
Intermediate Exam failures experienced in Early English - the section of 
Anglistik most frequently criticized by students in its various aspects - was 
low. This was not because the failure rate among candidates taking this part 
of the Intermediate Examination was low - indeed it was exceptionally high. 
Rather, there was a conspiracy against the syllabus amongst students in the 
Department: attendance at courses in Early English was postponed in the be- 
lief that the Early English requirements for the Intermediate Exam, for the 
subsequent seminars and the Final Exam to some extent involved a triple re- 
gurgitation of the same easily forgotten rote knowledge. 
Data on the success of these respondents in the intermediate Exam were 
collected from the English Department office at the end of their fourth semes- 
ter. This was an examination officially intended to be completed in four 
semesters, and at the latest in six. In fact, after four semesters only 2 of 
the 27 remaining sophomores had completed the examination. In more detail, 
progress was as follows: 
Table 8. RECORD IN THE INTERMEDIATE EXAMINATION 
OF A COHORT OF ENTRANTS AFTER FOUR SEHESTERS 
MODERN 
ENGLISH 
ENGLISH 
LIT MUTURE PHILOLOGY 
Completed ................ 9 1+ 2 
Major part completed ..... 3.2 1 - 
Minor part completed ..... 4 17 
No part completed ........ 2 5 25 
Total 27 27 27 
Not only, then, has it been shown that students were clinging to work habits 
learnt at school, but, given the choice, were also clinging to those parts 
of the syllabus closest to their school curriculum, After two years the great 
majority had completed only the minor part of the Intermediate Examination, 
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Sophomores' study goals 
By the end of three semesters, the 'baclnvard motivation' of froshmcn had not 
been overwhelmingly replaced by a forward motivation, for half the sophomores 
still had no clear idea of their purpose in studying Anglistik (T5/6). 
When given a cafeteria question listing possibly goals, vocational training 
and social commitment - goals notoriously neglected by the neo-Humboldtian 
German university - were the most frequently chosen (T5/95). Items which 
would fall under such headings as 'liberal studies' or 'self-fulfilment' were 
strikingly avoided. 
The questionnaires used did not allow useful measurement of changes in the 
nature of respondents' motivation, but did indicate its level: half the sample 
said that if they were recommencing their studies they would study another 
subject (T5/tj. 3). This does not speak highly for the motivation with which 
they confronted the remaining bulk of their Anglistik studies, and the subject 
they were going, in most cases, to teach. Two already said that, if starting 
afresh they would not study at all, and a further three had changed to other 
subjects. 
6. Student-student and student-staff relations 
Only one in four of the respondents gave 'the development of sociability' 
as one of their study goals (T5/95), whereas originally in the corresponding 
open question for entrants more had done so. This may reflect dissatisfaction 
with the degree of personal contact experienced in the Department. In the 
section on work styles, it was shown that cooperation with other students in 
private study work groups and student tutorials was low. In a multiple-choice 
question, a third of the sophomores claimed to have become involved in one or 
more groups in the Department; two thirds, however, said that they tended 
rather to get to know their fellow students singly (T5/57). The sophomores 
themselves showed little initiative in forming any communal life in the Depart- 
ment. After three semesters they had on average around ten acquaintances 
amongst fellow students. A third knew from one to four fellow students they 
would call friends, but half had noone in the Department whom they could de- 
scribe in this way (T5/56). On campus, and from extensive talks with sophomores, 
it was clear that there was very little social contact amongst them, or 
between them and other students. There were in any case no social clubs or 
events in the Department, and parties were virtually non-existent. 
Rý 
r 
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Sophomores' contact with the academic staff presents a similar picture. 
There was almost total lack of contact with any professor in the Department 
(T5/28). Virtually none of the sample had over discussed an academic or 
other matter with a professor, nor had a single professor extended any social 
invitation to even one of these students in their first three semesters. 
Contact with non-professorial staff was considerably greater, but the modal 
frequency of informal discussion with non-professorial staff-members in the 
three semesters was nil, and 8 of every 10 sophomores had never received 
any social invitation from them (T5/29). Half the respondents wished for more 
personal contact with the teaching staff, the other half did not (T5/30). 
The high proportion of sophomores, though, who could not mention a staff 
members as having helped them, or as being pedagogically competent (T3/31,32)ß 
may explain some students notwishing any further contact. 
In reply to an open question, the most common wish the students had of the 
staff was that they should acquire greater teaching ability. Their approach 
to their subject was also thought by some to lack theoretical substance. 
One sophomore commented tersely: "Their knowledge of English is not exactly 
brilliant. " Professional deficiences merged, too, with personal ones, as when 
the lack of readiness to take up student wishes was criticized. what was 
generally missed was readiness to compromise, tolerance, progressive attitudes, 
a personal approach, friendliness or even humaneness. One sophomore would 
have liked to have seen more 
... critical ability, political awareness, courage to stand 
up to superiors, and a clear idea as to the purpose of their 
work. 
(r 5/31) 
7. Sophomores' occupational goals 
Since the entrants survey, there had been next to no change in the proportion 
of respondents giving teaching as their intended occupation (T1/99) T5/73). 
The number of aspiring journalists had dropped, though, from five to one. 
Where the switch from journalism was to teaching, it was generally explained 
as being from force of circumstances: the difficulty of finding a job in 
journalism and the lack of security. Conversely,, one respondent had abandoned 
the prospect of secondary school teaching because: 
As a teacher I would be caught in a rut: with the schools as 
they are you just can't do proper work either in your own 
subject or from a more general pedagogic point of view. 
(r 5110) 
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The proportion of intending teachers giving pedagogic interest as a main 
reason for their choice of occupation had risen negligibly over the three 
semesters to just under half (Tl/102, T5/71. ). Social reform was mentioned 
more often. Contact with people - while still high amongst the reasons given - 
and favourable working hours, were less often given than before. This 
apparent increase in the idealism or vocational element in the respondents' 
occupational choice corresponds with the increase in social commitment as 
a professed purpose in studying (T1/90, T5/95). 
Student politics and dissatisfaction with their own university education 
(rather than with their school education - again see T5/72), may have had an 
influence on this. But the apparent growth in the vocationalism and idealism 
could easily have been rationalisation. The sophomore survey certainly offered 
further data to suggest that though the idealist/vocational content may have 
grown, it was still not high. Half said that, given the chance, they would 
choose another occupation, while a further six did not 1iow what they would 
choose (T5/76). Of 19 prospective teachers 10 gave 'ideal situation' professions 
outside education altogether (T5/77). 
Given that not everyone who realizes he is headed in a mistaken direction will 
be prepared to admit it, and that there is normative pressure for teachers to 
profess idealist motives, there was substantial evidence by now that these 
respondents had been involuntarily canalized into a career for which their 
enthusiasm was, on the whole, not high. 
8. Sophomores' political attitudes 
Generally, sophomores saw themselves as having become more interested in 
politics, and as having moved to the left in their first three semesters 
(T5/83,81+). Almost two thirds claimed to have become very interested in poli- 
tics. Four fifths claimed to occupy the middle ground from moderately con- 
servative to moderately left. Two thirds had attended one or more of the three 
or four union meetings that had been held in the Department (T5/87) and just 
over half had voted in the one official university election in which they had 
been required to - to elect student-representatives (T5/86). One in five of 
the sophomores were members of some form of association or organisation with- 
in the university, and one in four in one outside its walls; none were 
members of such institutions both inside and outside the university (T5/88)9 
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Longitudinal analysis using a three point political commitment scale showed 
that in fact there had been very little change in political commitment#2 
Of 30 entrants who answered the relgvant questions in both the freshmen and 
sophomore surveys, 20 remained in their initial category of high, moderate 
or low' commitment, 6 fell into a category of commitment lower than before 
starting their studios, and 1i. into a higher category. In only 1 of the 10 
cases of respondents falling into a different category than originally was 
there a move of more than one category. Although the distribution of sexes 
amongst the 30 respondents was virtually even, 7 of those changing category 
were men and only 3 women. Of these three women all moved from extreme 
categories to the mass in the middle category of moderate commitment, where- 
as 6 of the 7 men concerned moved to extreme categories of high or low commit- 
ment. Thus while men tended to a more marked profile, women tended to move 
to greater conformity, a pattern clearly congruent with normative pressures 
in the society at large. 
There was similarly evidence that changes in political position had not 
been dramatic. All the self-styled left-wing sophomores had already claimed 
to be left-wing liberals in the original entrants survey. Nor had the degree 
of change been as great as sophomores themselves thought: whereas only less 
than a third of the 30 sophomores considered themselves, in retrospect, to 
have been moderately left before coming to the university, over half had 
already claimed to be so in the pre-university interviews. 
Comparison of the political commitment scale with political position showed 
that only two of the left-wing sophomores were, in the high commitment 
category. The rest of the 7 highly committed came, with one exception - from 
the moderate loft. That there was no marked increase in political commitment 
and change in position is seen fairly clearly in a single cafeteria question 
on attitudes towards political measures in the university, put in identical 
form before university and after three semesters (T1/6, T5/89), In not one 
j 
of the in-university political measures specified has the majority attitude 
changed from approval to disapproval or vice versa. Especially significant, 
is the universal retention of fäith in the use of discussions with a staff 
respondents so heavily criticized. It is thus clear the dissatisfaction with 
the Department was not the result of political extremism developed either 
before or since entrance to the Department. This means that the loft-wing 
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student political groups were not achieving one of their main ostensible aims 
and that a claim often made by staff members that student unrest in the 
Department was largely ideologically motivated was, at least in the case of 
junior students, false. 
9. Other aspects of sophomores' life-styles 
Given the traditional purposes and claims of the university, the effect of 
a year and a half of higher education on the respondents' lives seems slight. 
Over half the sophomores claimed the experience had had little or no effect, 
or a negative effect on their leisure interests. (T5/79). Two thirds of the 
sample said that their religious or ethical position had not changed (T5/80). 
Patterns of newspaper and magazine reading were broadly as before university, 
though there was a move from occasional to regular readership and from the 
liberal 'Tagesspiegel' to the moderately left 'Frankfurter Rundschau' (T5/81, 
Tl/122). Similarly, there was no major change in the reading of periodicals, 
'Trivial' magazines tended to be abandoned, but without a concommitant rise 
in the reading of more serious or critical periodicals (T5/82, Tl/123). 
There had been some movement in residence avray from the parental home (T5/90, 
T1/127), but no pronounced exodus, either in the direction of rented rooms 
or student hostels. Nor had the proportion financially dependent on their 
parents decreased (T1/109, T5/93). Almost all said that their relationship 
with their parents had stayed much the same as three semesters earlier (T5/ 
91,92). 
10. Sophomores' retrospective assessment of their experience at school, 
university. and in the English Department 
On balance, the picture so far of the first, three, semesters of these students 
has been that they entered the university and the English Department in 
ignorance and disorientation, were then disappointed by what they found. 
Almost all had experienced particular difficulties in their first three 
semesters' (T5/65), though girls thought that they had been right in not anti- 
cipating them (T5/66). No respondent expressed great satisfaction with his 
experience-at the university. One in three were dissatisfied. Ka'f were neither 
satisfied nor dissatisfied (T5/1). More than one in three had oontemplatod 
changing university (T5/68), and nearly as many had thought of breaking off 
their studies altogether (T5/69). 
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It is, of course, difficult to disentanale the (dis)satisfaction with the 
university from that with the Department in which the student studies his 
main subject(s). In fact over a third of these Anglisten had attended no 
courses outside their main and subsidiary subjects. Two thirds had attended 
at most one such course (T5/1.0). The subjects most commonly attended were 
Pedagogics and Philosophy, subjects in any case prescribed for the 'Philos- 
ophicum' (T5/11l). Beyond these, there was hardly any venturing into other 
disciplines - this despite the relatively high numbers who had considered 
abandoning Anglistik (T5/67). The tendency found earlier to attend only the 
minimum of courses within Anglistik was thus found also in sophomores' study 
patterns outside the subject. A quarter of the sophomores had already given 
up Anglistik as their main subject (T5/99). Four had formally relegated it 
to the status of a subsidiary subject and three had abandoned it altogether 
(T5/100). One sophomore described in detail her reasons for dropping Anglistik: 
When I started my studies I talked with some Finals candidates. 
They all admitted they couldn't really speak English. You get 
stuffed with Early English and the English Romantics, but have 
far too little training in the use of the language. I haven't 
learnt a thing - on the contrary, my English has got worse 
because I only get the chance to speak it once a week. 
(r 5/36) 
The whole sample considered their Anglistik study at best a moderate, at 
worst a very poor preparation for their future occupation. Most thought it 
poor or very poor (T5/78). 
Looking back, almost the whole sample complained they had been inadequately 
informed before entrance as to their Anglistik studies (T5/70). Noone thought 
they had been well informed. A quarter thought their school English instruc- 
tion had prepared them well for the university. A third thought that the 
preparation was moderate, and another third that it was poor to very poor 
(T5/71). The kind of retrospective evaluation made of school English instruction 
as a preparation for the university was: 
The English teaching at school consisted almost entirely of 
cramming grammatical rules; hardly any English was spoken; 
the English teacher didn't keep up with research; we read too 
little literature. 
tr 5116) 
Admittedly, as university entrants, respondents had thought Vrel1 of their 
school English teachers (Tl/1i3, li. ), but there is a sign hero that these 
sophomores had not become much more critical in their three semesters of 
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university studies: between the time they had entered university and the end 
of their third semester there had been only a slight shift to a more negative 
opinion of their last secondary school (Tl/32, T5/72). 
One reason for this was that the faults of the school appeared less serious 
when contrasted with the faults of the university. Some thought that teaching 
they had experienced at the university was worse than that they had had at 
school. Where, for example, much English had been spoken at school, some 
commented that the school's preparation for the university was poor, but 
that this was not mainly the fault of the school. Whatever else was thought 
about the scholl, there was wide consensus that the link between school and 
university was poor: 
As far as the subject matter goes, I was almost better prepared 
at school than at the university. Unfortunately I wasn't prepared 
for what awaited me at the university. 
(r 5/21) 
One of the last questions in the sophomore survey read: "In answering earlier 
questions you may have criticized the staff, fellow students or the education 
system. Mat criticism would you make of your own behaviour over your first 
three semesters? " Nearly all answered with replies such as: "Indifference", 
"Disinterest, " "Lack of initiative, " "Laziness, " "Passivity, " "I was uncreative, " 
or "Uncritical. " Less cryptically: 
I was too quiet, did not criticize openly and sometimes 
surrendered. 
(r 5/29) 
I hadn't the energy to take any proseminar lasting a semester, 
or to take on anything involving effort of any own. 
(r 5/9) 
One sophomore had been too inhibited to visit certain courses. One had re- 
frained from any activity directed at institutional reform for fear of re- 
prisals in official exams. Another called himself: 
... too egoistic (I'm not prepared to 'waste' time trying to 
get new exam regulations introduced, if I'm not going to be 
here to benefit from them). 
He added: 
I've scarcely ever studied what seemed relevant or interesting, 
but only what was necessary for the Intermediate Exam, even if 
it seemed totally pointless. 
(r 5/7) 
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The themes of ignorance, disorientation and dissatisfaction weave through 
large parts of the data from this longitudinal survey of an intake of students 
over three terms. Towards the end of the final questionnaire the possibility 
of educational research into the study and teaching situation in university 
departments was raised. Almost the whole sample considered such research to 
be urgently needed., the remainder seeing it as desirable (T5/98). Half 
thought it should be conducted by staff and students together, the other half 
preferring it to be conducted by a professional educational research worker 
(T5/97). 
Conclusion 
The effects of education are notoriously difficult to measure, at both macro- 
and micro-level. At micro-(institutional) level this is true whether for a 
short period (covering say a weekend seminar or the term of a single course) 
or over the longer period of a student's secondary school or undergraduate 
career. If one is aiming to measure more than mere accretion of 'factual' 
knoviled e- and few teachers would on reflection admit this to be their main 
or ultimate aim - short-term measurement presents the problem that the time 
will have been too short to allow internalisation of new attitudes, with 
corresponding changes in behaviour patterns, while the longer term, in allow- 
ing this, also allows a similar process in numerous unobserved predisposing 
and intervening variables. The period of one and a half years chosen for 
this entrant-freshman-sophomore survey would at least appear long enough to 
measure relatively easily marked attitude and behavioural change, given the 
olimacterio of transition to university. 
In fact it was found that there was little or no apparent change in respondents' 
work styles 
level of study motivation 
sooiability 
occupational goals and level of occupational' motivation 
political commitment and politoal position 
leisure interests. 
Respondents were found to be highly dissatisfied with the English Department, 
but there was evidence that this was not so much due to a growth in critical 
ability as to circumstances in the Department. 
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It is of course possible that change was there, but not observed, either 
because the research instruments were too crude and the change too slight, 
or because they were directed at the wrong areas. Against this can be said 
that though the data net was coarse and large (rather than fine-meshed and 
therefore of necessity small), the degree of ignorance and disorientation of 
school leavers was such that even such a coarse data-collection net would 
have shown significant changes in the areas covered. A second possibility is 
that socialisation had been slight in this first part of the undergraduate 
course, but that the seeds had been sown for more significant change at a 
later stage of the course. A third possibility is that there was no change 
in attitudes near behaviour patterns beyond obvious externalia such as the 1 
reduction in compulsory class attendance between school and university. 
This would mean that the latent goals and the practices of the Department by 
and large conformed to those found in these respondents' secondary schools. 
To be sure which of these possibilities was the case it was necessary to 
look at further areas of the Department. 
t'I 
Notes to Chapter VIII 
1 
See chapters III, XIV and XV. 
2 The commitment index from the entrants survey was used with one 
based on questions 50-55 of the sophomore survey, 
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INTERNAL EXAhi]NATIONS 
For the analysis of educational institutions the study of internal examina- 
tions is likely to be revealing. Examinations whether internal or external, 
are agents of legitimation, prof erring rewards and sanctions. Their 
regulations will generally provide data on at least manifest goals of such 
institutions while the actual conduct of the exams, the content of questions 
asked and the manner in which marks are awarded, afford data on latent goals. 
Examinations as a- if not the - main agent of legitimation for students in 
the Department would be important, too, for an understanding of the Depart- 
ment's staff hierarchy: to discover who was entrusted with examining rights, 
for what populations and how far, would likely reveal the degree of derogation 
of responsibility and of dependenoy. in the'staff. At the same time examinations 
11 
institutionalise staff-student confrontation. They were thus particularly wor- 
thy of attention in a Department where, beyond teaching itself, there was 
little other staff-student contact, formal or informal. Of further signifoanc© 
for the observer is that, given the impossibility of demanding universal 
knowledge from candidates, and given normative pressures - academic and demo- 
cratic - for equal treatment of examinees, there is generally a recognized 
obligation for the department to make its examination requirements and marking 
procedures transparent. By the same token, the degree of transparency will 
be an indicator of a department's commitment to academic and democratic norms. 
It. was said examinations institutionalize a confrontation. In this confronta- 
tion., though, the examiner is inevitably in role conflict. Role conflicts 
imply choices; and choices reveal values. On the one hand the examiner will 
see his function as that of helping the student show his knowledge and ability; 
on the other, he will be seeking to 'outwit' him by exposing. ignorance and 
inability. The amalgum of these conflicting behaviour patterns adopted by the 
examiner may well be influenced by his other functions as, a staff member, -, .; 
i. e. by his role-set. If he himself,. for example, has prepared students for 
the examination he may be tempted to examine liberally. Or, less simply, if 
hei as a teacher, is to receive successful candidates into a further teaching 
course, he may be subject to contradictory constraints - the desire-to 
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examine severely in order to obtain a manageably small number of highly 
qualified students, or generously, in order to obtain an adequate quorum, 
whereby he may be glad to have students of lesser intellectual calibre. His 
marking may also reflect his sympathy with, or antagonism to students as a 
whole, to specific populations of students or even to specific students, to 
individual members of the staff (e. g. those who set the paper or prepare the 
examinees) or to the Department as a whole. High failure rates, for which- 
ever of such reasons, reflect inefficiency either in the examination or the 
preparatory courses, while low failure rates are clearly in themselves no 
guarantee of efficiency. Changes in failure rates over time may accordingly 
reflect changes in teaching, in examining, in social relationships or 
personnel. They may be deliberate or unconscious. Considerations such as 
these are not normally recognized in examination regulations, which, in any 
case,. usually avoid both specification. of marking criteria and procedures, 
and envisaged or target pass rates. 
The psychological and social influences outlined above are complex to the 
point of defying integral empirical study. An attempt, though, to assess an 
examination in terms of acknowledged examination functions, could, if it 
included a sufficient number of open questions, reveal the operation of such 
mechanisms. The data presented in this chapter on examining in the Department 
will thus initially be assessed in terms of the following functions: 
1. Orientation and motivation of the student 
2. Orientation and motivation of the teacher 
3. Feedback to the student 
ti.. Feedback to the teacher 
5. Feedback to the Department as a whole 
6. 'Flow-control' -a device often incorporated into 
examination regulations by the specification of a 
minimum and/or maximum length of preparatory study. 
Alternatively it may be achieved by regulating the 
pass rate. 
The first two functions listed, although widely accepted, are of course in 
any emphatic form also widely deplored as putting the cart before the horse 
by reifying the measurement process: 
Findings 
Apart from tests specific to individual classes, there were-four kinds of 
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internal examination in the English Department - an open English essay 
competition, the Intermediate Exam, the MA and the doctorate, in addition 
examinations to determine eligibility for State grants. 
The financing of the annual (voluntary) English essay competition, for which 
prizes of up to. 300 DM were awarded., was the rare case of a professor - 
generally thought to be the most liberal of those in the Department - having 
used a contract negotiation (Bleibeverhandlung) to produce benefits so 
directly to the advantage of students. It was presumably intended to encourage 
better English essay-writing. 
A short questionnaire was sent to all 3 prizewinners in the summer semester 
of 1970. It emerged that all three prizes were won by students having English 
as their mother tongue, or who had been for a minimum of one continuous 
year in an English-speaking environment. One prize-winner had also won a 
prize the previous year. One had complained to the adjudicator of the injustice 
of her privileged position not having been allowed for. Another wrote: 
The essay contest lacked all the qualities which would make 
such an endeavour meaningful: 
1 Participation conditions were undefined. 
2 Evaluation criteria were unknown. 
3 Participants were too few and certainly 
not representative. 
It was shown above that students had very little practice at all in original f 
writing in the Department and indeed approached it with fear. By contrast one 
of the prize-winners wrote: 
I grew up in Canada, and took an Honours BA in English 
Literature at McGill. Given the Canadian college system, 
I am used to writing at a moment's notice. 
(r 12/3) 
Not only, then, was the exam rewarding properties in large measure due to 
the chance of birth and experience outside the Department, but insofar as 
this discouraging fact became known, the exam cannot have achieved its 
ostensible purpose, indeed may have achieved the opposite. 
The main study of the Department's internal examinations was conducted by"'' 
moans of a questionnaire, survey of Intermediate Examination candidates shortly 
after they had taken the examination. The professor of philology refused to 
provide a list of participants in the respective part of the' examination at 
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the time, on the grounds that he hadn't their permission, although the author 
offered to post a public notice requesting this. The difficulty was largely 
overcome by circuitious means, but it was already apparent that any trans- 
parency of the examination framework was not reflected by a corresponding 
transparency in examination practice. The point will recur, with explanations, 
later. It should be noted, too, that the resultant greater access in the 
survey to successful candidates' probably means that - if anything - the 
responses were on aggregate less critical of the examination than they would 
have been had access to all the unsuccessful candidates been made possible. 
The Department's formal regulations for the Intermediate Examination are 
given at Appendix 4. It will be seen that the fields to be examined are given 
only in broad outline and that there is no information whatsoever on marking 
criteria, standards and procedures. 
2 From candidates' reports and the author's 
own observations additional information given in regular teaching courses 
on the marking in the examination, when available, was unsystematic, unclear 
and often contradictory. 
Candidates could seefbrmer examination papers in the Department library. 
In their rigid immobility these would appear at first sight to have offered 
a framework for preparation. From the questions, it was clear that a high 
premium was attached to factual knowledge and even 'inert ideas' as opposed 
to logical, analytical and evaluative thought. Questions such as the following 
were common: 
Name 5 local middle English texts (with dates and if possible 
a short commentary). 
Name 3 reference works in which you can find the English terms 
used for literary criticism. 
Name at least 3 Cavalier Poets. 
The content of these questions also gives an idea of the standard required 
after 2 to 3 years of university study. The most common form of question 
appeared to be "ghat do you know about ... " There was a virtually total 
absence of causal (why? ) questions, and a proliferation of relatively meohani- 
cal processes - e. g. phonetic transcription, the declension of verbs-and-the 
listing of book titles. 
3 
The first step in an analysis of candidates' actual preparation for and 
experience in the exam was to discover what importance they attached to it. 
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While two thirds of the respondents saw sense in having some form of inter-- 
mediate exam (T11/28), two thirds to four fifths of all respondents saw 
little or no sense in it in its existing form, as manifested in the section 
they had just taken (T11/1-3): 
What is wanted is mindless reproduction of rote material of 
highly dubious value - and not original academic work. (r 11/9) 
This assessment held whether the criteria were educational, occupational, or 
academic (again T11/1-3), though criticism was strongest when the exams were 
measured against students' envisaged occupdtional needs. This in turn would 
appear to reflect the low intellectual/liberal. studies motive and the high 
vocational motive found in the freshmen survey. In all three cases the verdict 
was most emphatic in assessments of what was required in the philology exam: 
The most inferior philology, totally outdated, purely descriptive, 
reminiscent of Darwinism. It obscures rather than reveals 
language developments. 
(r 11/16) 
Over two thirds of the respondents had already attempted their part of the 
exam at least once before, and. nearly half of them twice or more often (Tll/i. ). 
The frequent failure of the Early English paper drew the following comment 
from a student attempting i. for the fourth time: 
For many students this exam becomes a terrifying opponent 
absorbing a degree of energy quite disproportionate to any 
academic value it has. 
(r 11/16) 
On the fourth occasion, he passed the exam by illicit means. A student out- 
side the sample, but at the time preparing for the paper in England while on 
an assistant teachership there, wrote: 
I finally made up my mind not to continue my studies, neither 
in Berlin, nor anywhere else. I really tried to work very hard 
for the Intermediate Exam in Philology, but the result was not 
even the slightest progress - on the contrary, I never felt 
that depressed and down for months, as since I started working 
for it. If this is the only thing "academic" work, can achieve, 
it is not worth it. (Informant's own English) 
The majority of those who had failed earlier had taken advantage,, after at 
least some of these failures, of the opportunity to discuss their answers 
with delegated staff members (T11/5), and most had found such discussions of 
at least some help (T11/6). There were, though, numerous criticisms that: 
1) the information given in these sessions was too vague to be useful, 2) the 
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delegated staff member would disown the corrections, claiming they had been 
made by a colleague, 3) candidates were not allowed to see their corrected 
papers - let alone photocopy them, 14) communication was one-way, rather than 
being a dialogue, and 5) the manner of the staff member was defensive, brusque 
or vindictive. 
(How much did it help to see your corrected papers? ) 
Not at all, because it was impossible to discuss them with 
the assistant lecturEr concerned, who merely read out an 
assessment. 
(r 11/11) 
I went along only occasionally because it's pointless to be told 
once "You got 38 marks, you must improve your phonetics",, only to 
hear next time "You got 27 marks, you must improve your translation". 
Tho following time you get told "You got 29 marks, yourphilology 
isn't good enough". When this procedure has happened once, it 
starts all over again, with "Your phonetics ... " (r 11/26) 
An examiner, on being interviewed about these complaints, admitted: 
The other arbitrary thing was that the discussion [of corfeoted 
scripts] was not with those who marked the papers, as students 
were allocated to staff arbitrarily - i. e. alphabetically ... 
It was idiotic, because I found myself confronted with students 
to whom I was supposed to explain what was wrong with their 
examination papers, when I myself thought they were quite alright. 
He added: 
Students are not allowed to see papers because of staff 
insecurity: students might compare the markin, and discover 
subjective decisions. Also this is part and parcel of the 
tradition of the German university: it hasn't changed and it 
is not likely to. 
P 
s i 
4 
4 
Onastudent reported a staff member reading out his exam script, rapping on 
the table each time there was a mistake. A further mechanism ensuring in- 
sorutability was where a candidate had oriented his answer (by the zero re- 
production of taught facts) to the apparently latent goals of the examination 
only to have his failure explained to him in terms of the exam's manifest 
goals (his lack of causal analysis etc. ). 
Over half the candidates considered themselves at least adequately informed 
as to the minimum requirements of the exam (T13, /11), and correspondingly 
claimed that the questions set were as expected (T11/1t4. ). One candidate was 
quick, however, to relativize the whole question of expectations in this exam: 
(Did you prepare more or less all the areas on which you expected 
questions? ) 
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That would be a hopeless task, as any "expectations" as 
to questions would have been wild speculation. 
(r 11/9) 
Expected. or not, the type of question put was often criticized. One question, 
in the philology paper, had read: I'hat do you know about the four humores 
and their significance for medieval medicine? " A respondent commented as 
follows : 
The question about the four humores ... was far too specific 
and. unclearly formulated, because what was wanted was an 
answer tracing the word itself from antiquity to the present 
day. 
(r 11/23) 
More generally: 
" (How do you assess the questions that were asked in the 
examination? ) 
Completely eclectic; their relevance was not clear. To a 
large extent all that was expected was modified summaries 
of works. (r 11/9) 
They were directed at an arbitrary salad of mere facts. 
(r 12/19) 
The relatively high informedness claimed as to the questions expected assumes 
another light, when it is seen that the great majority thought themselves 
insufficiently and poorly informed as to the marking criteria and procedures 
used (T13/19,20). The comparatively high proportion of candidates claiming 
they were sufficiently informed of marking procedures in the philology 
section is in part explained by the fact that they knew the maximum marks 
obtainable for each section. This and the wide-spread knowledge that - rather 
than vrh - 50% was the official pass mark, viere, however, insufficient to 
provide transparency. ' Over half saw little or no sense in the marking criteria, 
as they understood them (T11/21)ß and the same proportion considered the 
marking procedures used tobe unfair (T13/22). 
As far as I know, there are absolutely no criteria prescribed 
anywhere in the Department ... The marking criteria are so 
woolly and optional that it is often a matter of opinion and 
depends upon whether the marker has a conservative or more 
flexible approach to history. One examiner will, for example, 
mark something as correct from a historical-dialectical point 
of view, while another will underline the same version as a 
mistake. 
(r 12/33) 
One of the members of staff responsible for marking exams was interviewed 
on his marking procedure. His explanation: 
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I made my own private marking system. We went by IV. I{ayser's 
"Das sprachliche Kunstwerk". That's what we were brought up 
on. That gave us some criteria; the rest was by instinct. 
It was highly arbitrary. 5 
Under these circumstances students became the victims of academia feuds 
between "schools" in the Department. Textbook recommendations became weapons: 
(Do you think it makes a difference which of the relevant 
professors and lecturers correct your work? ) 
I am quite sure it does (and could give names). One lecturer's 
approach is distinctly more progressive and based on more 
recent research. He recommends for example Koekeritz' 
phonetic transcription, and - with reservations - Weinstock, 
whereas the others refer you to Berndt or merely X [a professor in the Department himself], although we don't 
know what's meant by his "school". 
(r 11/33) 
Which particular academic viewpoint and marking system prevailed depended 
on the hierarchical structure of the staff, and the positions of the various 
examiners within it: 
(Same question) 
Let me quote one examiner: "What Herr X has underlined here 
I would never have marked as wrong". It's simply a matter of how dependent an assistant lecturer is on his professor. 
(r 11/16) 
Other attributes of the staff, for example sex, could, it was bel. i. eved, also 
influence the marking: 
I think female staff tend to mark generously provided that the examinee cares to reproduce the examiner's own views. 
(r 11/12) 
Almost all the respondents were ignorant before the exam as to who was to mark 
the papers (T11/16), yet almost all thought the results depended on the 
identity of the examiner who happened to be marking (T11/17). 
Influences in the marking have so far been found within the staff. They become 
compounded when one considers the individual. examiner-examinee relationship. 
The candidates were required to write their names on all their examination 
papers, and it was claimed that examiners' personal relationships with, or 
impressions of the candidate affected the results. Two candidates thought they 
had been the victim of political discrimination. In this connection attention 
is drawn to the letter at Appendix 8. 
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Under these marking arrangements, it was not only difficult for the examinee 
to prepare, but also for his teacher to prepare him. Examinees did not 
always understand the examiners' approach sufficiently to do so, or if they 
did, sometimes found it too "remarkable" (sic) to be prepared to adapt. 
Frequently, a double standard or total conformity with the examiner were 
pursued, in either case hardly enhancing students' respect for the staff. 
In addition, there was two-tier marking: papers were generally marked at 
least initially by junior or middle-rank staff, the final decision on border- 
line cases lying with a professor. One lecturer was praised by a respondent 
for protecting students against a certain professor's marking. The opposite 
could occur, too: 
I discovered that the professor had 'saved" me from the "death by 
drowning" to which his assistant lecturer had condemned me. 
(r 1. /24. ) 
The author was given much evidence that there was disagreement amongst 
examiners as to what merited bonus marks and penalties, and as to how many 
marks should be added or subtracted. In essay-writing there were not oven loose 
guidelines as to how much to mark for content, how much for language. One E 
lector relied heavily on a mark deduction scheme for language errors, yet 
his negligible allowance for the length of the essay and its content made the 
{ 
procedure spurious. 
Less than a third of the respondents considered teaching courses in the 
Department adequate to the requirements of the exam (T1V7). This was largely 
put down to pedagogic incompetence and a gap in standard between what was 
offered in courses and what was demanded in the exam. Clearly preparation 
was not facilitated for the teacher, who received no prior notice from the 
professor concerned of the questions to be set in the exam. 
The data on time spent in preparation for this particular attempt at part of 
the Intermediate Exam (T11/10) under-represents the actual commitment to 
preparation undertaken, as it does not include the preparation for previous 
attempts. And a certain fatalism was sometimes apparent, where, in view of 
the lack of information about marking, the exam results were thought to be 
largely a matter of luck (T11/26). Thus: 
(What role, if any, `do you think luck played in the exam? ) 
1. The reading list is so copious, I still haven't worked 
through it. 
2. For each text one can imagine endless topics. 
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3. The examination questions rarely have any relationship 
to themes dealt with in the preparatory courses. 
(r 11/12) 
Rather than properties such as logical thinking, the great majority of re- 
spondents thought the exam geared to knowledge of the subject (T11/21+, 25), 
which was clearly sometimes treated as a euphemism for more factual knowledge. 
One respondent thought that success was a matter of "a good memory", and 
another that what was needed was "to reel off facts". The questions in the 
exam were accordingly thought to be too detailed (Tll/12), and most candidates 
attempted to prepare only part of the syllabus (T11/9). In their private 
preparation, the reliance on rote-learning was correspondingly high (Tll/8). 
With the lack of transparency as to marking and the role ascribed to luck, 
approaches to the exam itself could be either devil-may-care, or conspiratorial. 
T11/27 shows a fairly even split between respondents who thought their per- 
formance had been impaired by psychological pressure and those who did not. 
A student political group used efficient methods to see that, during at least 
one paper in the exam, its members were fed with text-book answers to questions. 
Confidential: A well prepared and well organized plan to provide 
help from outside the examination room worked efficiently without 
being noticed - it got all its subscribers through. 
(r 1]/31. ) 
Part of the plan involved a nominal candidate taking two question papers, 
leaving after one minute of the exam and handing in only one of the question 
papers at the door. A team of accomplices was waiting outside to receive the 
surplus question paper and to smuggle back copy-book answers. 
The timing of the exam was critized as being too far before the start of 
semester, and its results announced too late to allow enrolment that semester 
in courses for which it qualified. Several complained that the examination 
room had been inadequately heated and that the tables and desks were unreason- 
ably small and narrow. Furthermore, the way the members of staff supervised 
the exam caused widespread offence: 
The supervision was like that in a Kindergarten or primary sohool 
(r 11/27) 
The supervisors' pedantry - e. g. in the rearrangement of seating positions - 
was seen as an insult, just as the disallowal of reference works was inter- 
preted as exposing the non-academio nature of the proceedings, and-the 
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examiners' orientation towards rote material. The questions were found to be 
too detailed (T11/12) and nearly half the respondents found too little, or 
barely enough time to answer them (T11/15). Most subsequently expected to 
have passed the exam (T11/23). To what extent this optimism was based on 
cheating is questionable. For strategic reasons, questions on cheating were 
not included in the questionnaire, though one respondent volunteered his 
reliance on it. From interviews, the author knows that considerable use was 
made of the practice, by no means always without moral conflict. Scruples, 
however, tended to be suppressed by assertion of the senselessness of the 
syllabus, the lack of transparency in the marking, the roulette-like character 
of the exam, and more general deficiencies in the Department. 
(Did you have enough time to answer the questions? ) 
No ... the great majority of successful candidates also had too little time and knowledge. They took the thoroughly proper course 
of abandoning rote-learning etc. and resorted to "other means". 
(r 11/26) 
No statistics whatsoever were collected by the Department on the entry, pass 
and failure rates in its internal examinations. After the fieldwork, however, 
it did, on request, provide lists of Intermediate Exam candidates, their exam 
results and, in some cases, their marks for the period of the fieldwork. 
Analysis of these showed that of 361 attempts at part of the exam only 46P 
were -successful,, without even allowing for those who gave up in the exam room 
and walked outs 
Table 9. FAILURE RATES IN SECTIONS OF THE 
- INTERI, EDIATE EXAM. SUM ER 1969 - SUMMER 1970 
SECTION 
Philology .................................... 
Modern English .......... ..................... 
Literature ......................... """".. o., " 
Overall ...................................... 
FAILURE 
RATE 
63% 
55; 
324% 
54% 
The pass rates varied inversely with the amount of time spent preparing for a 
given part of the exam. It was therefore clearly made more difficult to pass 
some parts of the exam than others,, though it is difficult to sea an oducation- 
ally tenable justification for this. The cause did not lie in the semester in 
i; 
fi 
1 
p. -, 
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which the respective part of the exam was attempted: the average semester of 
candidates was virtually the same for all three sections. At 5-6 semesters 
this meant that the average for total completion of the Intermediate Exam must 
have been - despite the low standard of achievement implied by this chapter - 
at least 6 semesters and was probably higher. 
One cause for the variation in pass rates between sections of the exam was 
clearly the overall arbitrariness of the marking. This has been shown earlier 
and is reflected in the wild fluctuations of failure rates for the individual 
papers in the exam from semester to semester: 
Table 10, FAILURE RATE FLUCTUATIONS IN PAPERS OF TIE INTERLIEDIATE EX4 
StThUv 1969 - StTh2U R 1970 
PAPER 
Philology .................................. 
Language: 
Phonetics-, * ... *oo99o.. *,. *99.. 9o ...... 
Translation " .......................... 
Syntax 
............ ................... . 
Essay 
................................ . 
Literature: 
a) Interpretation .................... 
b) History of Literature ............. 
o) Basic terminology ................. 
FAILURE RATE 
FLUCTUATION 
t+7 -6 7ý 
o- 759 
36 -- 63% 
50 - 10o Q 
42 - 73% 
17- 2C 
36 - 83% 
66 - xoo ö 
Within these fluctuations there was no one-directional pattern over the course 
of the three semesters. 
f.; 
A second set of causes can be found in the various subject matter and students' 
preparation for it. Philology is a totally novel area for school leavers. 
Contemporary English was shown to be ineffectively taught at school and largely 
neglected at university.. Literature on the other hand, while also relatively 
neglected at school, more obviously involves aesthetics and is - to the extent 
that aesthetic judgement becomes the desired end product rather than the 
ý, ý, ý ti: 
,. ý, ý 
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object of study - more open to subjectivity. Hence perhaps the apparent 
reluctance to mark severely in the Literary Interpretation paper. Within 
the literature section, too, it is clearer that the more 'factual' the field, 
and hence the easier for the examiner to prove superior ability, the more 
severe the marking. 
A third set of causes can be found in the structure of the Department. The 
philology section of the Department, long under attack from students and from 
professors in the literature section, was militantly defensive. Its marking 
conceivably a paranoiac reaction - appeared to be particularly punitive. Marks 
were obtained for five separate sittings of the philology paper. A maximum of 
100 marks were officially possible in this exam, the pass mark being 50. No 
explanation was available for the choice of this pass mark; it must be seen 
as arbitrary. The marks actually awarded were distributed as follows: 
Table 11. DISTRIBUTION OF MARKS OBTAINED IN THE PHILOLOGY 
PAPER of THE INTERL2DIATE EXAM. SUMMER 1969 - SUMMER 1970 
MARK OBTAINED CANDIDATES 
100 - 73 .................................... 
70 - 72 ..................................... (2) 
60 - 69 ............ ......................... 2Z 
(3) 
55 - 59 ..................................... ., 'a' (8) 
51 .- 54. .................................... 7 
(11) 
50 .......................................... 12ö 
(19) 
49 .......................................... % (1o) 
0- 48 ...................................... 66% (104) 
Total ........................................ 
1 990 (159) 
It will be noticed that in practice the maximum mark obtainable was 60-70%. 
and that of successful candidates over half obtained exactly leg or 50 marks. 
It iss thus. clear that the marking scheme was unrealistically severe, ineffeotiveä 
in differentiating performance at all finely and not objective. This situation 
can be explained not only by the philology section's position in the structure 
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of the Department, but by its own Internal structure: it was here that the 
assistant lecturers' assessment criteria clashed most obviously with those 
of their professor, and it was here that assistant lecturers' dependence on 
their professor was greatest. With a mark deduction scheme, the student was 
liable to lose marks on both sets of criteria - those of the assistant 
lecturer and those of the professor. 
That similar circumstances had existed for years was shown by the survey of 
'Staatsexamen' candidates. Three fifths of these had failed part of the Inter- 
mediate Exam once or twice; only a quarter had not failed any part of it (T15/ 
21. ). They, too, reported similar experience and assessment of the Intermediate 
Exam: 
Early English learnt by rote just before the exam - and quickly 
forgotten. English literature, mere facts and dates. English 
languages mere rules of grammar. Sheer chance! 
(r 15/26) 
To return to the survey sample, what effect did their examination experience 
have on*them? The answer is already indicated by the fact that two thirds of 
the candidates did not even bother to see their corrected scripts (T11/18). 
This recalls the cynicism with which the exam had originally been approached. 
Asked how, in retrospect, they could have prepared better for the exam, 
candidates generally saw the solution in more rote learning, more accumulation 
of inert facts or more intensive cheating. In other words conformity to alien 
goals or subterfuge. 
The remaining examinations, the MA and the Doctorate, were not studied in 
detail. Both, though, rely on in camera oral examination situations with non- 
standardized questions. They are thus even more open to subjective examining 
and marking than the Intermediate Exam. Interviews with successful MA and 
doctoral candidates suggested that this potential was realized. Moreover, the 
structure of the Department affected them in additional ways. The MA was 
largely taken by female candidates and examined predominantly by male staff. 
The situation of postgraduate work and the Doctorate will be examined later. 
As for the examination to test student eligibility for state awards, similar 
dysfunotionalities were found. 
Conclusion 
The main internal examination in. the Department would-appearto;, have: been 
singularly ineffective in terms 
f 
i 
i 
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of the six functions posited for such examinations at the start of the 
chapter: 
1. Motivation of students. The examination was generally seen by students 
as not measuring the kind of activity they should be pursuing in their 
courses, and as being a highly unreliable measuring instrument. The 
obscurity of requirements for the examination, marking criteria and 
procedures meant that students were scarcely able to prepare efficiently. 
But they were able to observe enough to be sceptical of the purpose and 
method of examination. This scepticism meant that the Intermediate Exam 
could not provide a goal adequate to convert the backward motivation of 
entrants to the Department into the forward motivation necessary for 
academic initiative. A compounding aspect of the exam in this was probably 
that it itself qualified for nothing outside the university - or outside 
Anglistik. In this it resembled the 'Abitur'. Moreover., in its demands - 
an emphasis on factual knowledge and semi-mechanical processes - it 
encouraged a prolongation of work styles used for the 'Abitur'. 
2. Motivation of teachers. Although parts of the examination could be 
passed by taking papers in direct connection with individual teaching 
courses, the open papers examined here were invariably neither set nor 
more than provisionally marked by the teachers conducting the preparatory 
courses concerned. While generally professors did not take courses pre- 
paring junior students for the exam, they were seen to have a decisive 
part in the setting of questions and the marking. For both students and 
staff the examination thus frequently involved the unprincipled pursuit 
of a double standard: for the student rote-learning or subterfuge., for 
the teacher the difficulty of orienting his course to areas and criteria 
he had neither chosen, nor respected. 
3-5. Feedback functions. The lack of arrangements to fit examination questions 
with the actual - as opposed to planned - content of individual courses, 
plus the lack of an agreed marking policy between course teacher and 
examiner , even between examiner and examiner, meant there could scarcely 
be a useful feedback for the course teacher. The subsequent review 
sessions for candidates after the exam were not arranged so as to bring 
the different - and differing - examiners together with their particular 
examinees, and the mystifying veil held over the corrected scripts 
further hampered communication. The question, too, was begged as to how 
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well any feedback on the pre-Intermediate Examination syllabus could 
guide candidates in their orientation to the post-Intermediate Exam 
syllabus. For the Department, it was clear feedback could not work, if 
only for the fact that there was no articulated academic policy with 
regard to the exam, no systematic analysis by the staff of performance 
in it, no measurement of its validity and reliability. In short, feed- 
baok was not oven sought. 
Flow-control. The high failure Bates in the examination were not the 
outcome of articulated policy, but the examination clearly constituted 
a serious bottleneck, manifested by the fact that candidates frequently 
did not complete it even within the maximum number of semesters officially 
allowed. 
The peer group information young students obtained on the demands of this 
examination, and their own experience of the examination process, furthermore 
must have projected their university teachers into an image close to that 
students often had of their former school teachers. At all events they saw 
in them arbitrary and undemocratic behaviour patterns based on a form of 
expertise which infused little respect for professionalism. At the same time, 
their main reference group of fellow students presented, on a large scaler 
patterns of reluctant conformism or furtive subterfuge. Where their main 
reference groups - staff and students - had constantly confused freshmen by 
? 
presenting opposed norms, the two were by mid-point in the undergraduate 
course, providing fundamentally uniform models. 
Notes to Chapter IX 
This was because one of the means used for locating candidates was 
a list of successful candidates published on the Department notice board. 
2A 
similar state of affairs is reported for German 'Studies at three 
German universities in: M. Jenne et al.., Student im Studium, p. 57. 
There is a striking similarity to the ld. nd of examination being 
conducted in English Studies in Britain in the 1840's: see D. J. Palmor, 
The Rise of En'lish Studies, pp. 25-26. 
On the lack of transparency of examining procedures in other univers3tios, 
see M, Jenne et a7.., Student im Studium, p. 123. 
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5 
6 
7 
This recalls Dale, who, writing of British universities, refers to 
the "subjective idea of a pass standard, carried around in the heads 
of university staff all over the country", R. R. Dale, Prom School to 
University, p. 102. 
Equally high failure rates in the corresponding examination elsewhere 
are shown in M. Jenno et al., Student im Studium, pp. 101-102. 
See Chapter VII. 
I 
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x 
TEACHING 
In the crisis situation of the English Department, examinations and teaching 
were the two points where regular contact between students and staff had not 
disappeared. This reflected a reduction to those elements of university work 
to which the staff were a) legally compelled and b) whose discontinuation 
would be easily seen by the outside world. Whereas examinations, though, 
present a more formalized confrontation between examiner and examinee (in 
that communication occurs largely indirectly - i. e. in writing - and narrowly - 
through prescribed questions) the teaching situation presents a multiple 
potential for spontaneous interaction. It is, so to speak, the shopfloor of 
the university. 
Like examinations it, too, is determined by norms which part help, part hinder 
the observer. The canonisation of an undifferentiated "academic freedom" in 
the German university has undoubtedly consolidated the view that the leoturo 
room is the sanctuary of the university teacher, and the teaching course to 
a large extent his property. 
1 Added to this is the notorious failure of the 
university to provide its teaching staff with systematic pedagogic training. 
2 
Both factors will tend to make the university teacher shy from being observed, 
as may also the likelihood - in the crisis situation that here prevailed - of 
being exposed to student attack in the presence of an observer. On the other 
hand, openness to questioning and criticism is itself ostensibly a norm of the 
university and a fundamental tenet of academic work. A department will also 
have its own norms, articulated or otherwise, on observation of courses. In 
the English Department such observation was unusual; a number of staff members 
knew of no cases where it had happened. One explained, "the suggestion would 
have caused great resentment. That's the trouble with the insularity of the 
German academic. "3 
The systematic recording of the intricate, largely unconscious operations and 
interactions that go to malte the ongoing classroom situation is, in facts 
notoriously difficult. Reduction to a few parameters or variables easily 
distorts, while complex recording calls for observer situations which are 
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usually impracticable. The observer in this research was confronted with the 
task of obtaining representative data on the teaching of the Department as 
a whole. Four approaches were used: a teacher questionnaire, a course partici- 
pant questionnaire, Q-schedule observation of a session from each of the 
forty or so courses in the teaching programme, and protocols made by the 
5 
observer of the sessions attended. There were thus four types of data on each 
of the teaching sessions observed - with the sole exception that where two 
different courses visited were held by the same teacher, he was asked about 
only one of these. In the event - and largely through approaching each of the 
staff individually - access was obtained to all teaching courses in the Depart- 
ment in the second semester of the fieldwork, save those of one teacher who 
claimed he found such observation unpalatable and did not wish to be observed 
"taming" (sic) his students. 
The questionnaire to staff - in each case a brief questionnaire on one teaching 
course - met, at 7K, with. almost the lowest response rate of all question- 
naires used in the research. 
6 
This was not because staff had been overloaded 
with such questionnaires: they had received none in the framework of this 
project and, as trill be shown later, had in fact invariably never had any 
observation or investigation whatsoever of their teaching before. A visiting 
professor, though, who spent great trouble on the teaching questionnaire, added 
to it: "Answering your questionnaire was a very profitable activity for me as 
it meant a critical assessment of last semester's achievement. " For the 
relatively large number of non-respondents disinterest and complacency, scepti- 
cism or fear would be possible motives - alternatives which will for the moment 
be left open. 
1, Teachinr;, goals and the teaohinp; programme 
Before entering into the findings of the classroom observation and teaching 
surveys used, the question of the Department's goals needs to be taken up again 
and the overall structure of the syllabus examined. It was earlier remarked 
that the Department had never formally stated its goals, priorities and policies 
neither internally nor for prospective recruits. Nor did it specify even sele- 
eted academic goals in the information it provided for its examination oand. i- 
dates. Latent goals in the Department's main internal examination were found 
to be the ability to memorize and reproduce global, but largely elementary 
factual formal knowledge (of English language, philology and literature) in 
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examination circumstances fostering unquestioning submission. The manner in 
which the choice of courses offered each semester was arrived. at promised 
further evidence to test thefrpothesis. 
The Department's programme of courses was invariably decided a full semester 
in advance. It was not published immediately, rather only as a fait accompli 
towards the end of the same semester. The timing of the decision was therefore 
not - as might be thought - to allow discussion and review of the proposals 
within the Department, nor to enable coordination with the proposed teaching 
of other Departments. It was primarily - as teachers were themselves told - 
to meet the publisher's deadline for the subsequent semester's university 
lecture list. 
In former days students had generally been excluded from the composition of 
the subsequent semester's teaching programme as being an item on the staff 
meeting agenda that did not concern them. The proceedings consisted of the 
Director of the Department calling upon staff members one by one, in order of 
seniority, to announce what courses they wished to hold the following semester. 
Each member knew how many hours he was by law required to teach and what type 
of course. He also knew what courses were, some by regulation others by con- 
standard components of the teaching programme. Some members had in 
fact already been detailed by their professor to hold specific courses. The 
fact that wishes were put forward seriatim reduced the occurrence of duplication. 
If, however, such duplication did occur too blatantly, one of the two teachers 
concerned would. offer an alternative. In this manner the following semester's 
teaching programme was settled in a matter of an hour or two. 
It should be noted that this procedure was not based on any discussion of the 
teaching aims or methods of the Department as a whole. Nor was there any 
attempt to take a concerted look at the state of the academic diseiplino and 
ask what new fields or developments in the subject elsewhere should be incor- 
poratea, what new social needs be met. There was no review of the effectiveness 
of the previous semester's teaching programme, hence no reflected decision as 
to how far to reject, continue or complement it. There was no collective 
effort whatsoever to consider the content of individual courses, lot alone to 
coordinate the content of different ones. Instead, simply the title of the 
individual course was given. The programme was thus arrived at by an additive 
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rather than integrative process. The fact that staff were called upon to give 
their options in order of staff seniority meant the least popular - and often 
most difficult - courses being left to the youngest and least experienced 
members. On one occasion during the fieldwork the Director of the Department 
neglected to ask one member of staff what he wished to teach; the staff member 
concerned kept quiet - with the result that he had no teaching the following 
? 
semester. 
Before turning to the actual teaching programme that emerged from this procedure, 
the organisation of courses into lectures, seminars etc. needs to be seen, for 
the different arrangements and nomenclature of teaching had their own status 
implications. Lectures were, by university convention, the teaching preserve 
of professors. The main seminars, were, by implication of the Final Examination 
regulations, also the prerogative of professors. For middle and junior staff 
this left the choice between 'proseminars' and 'classes' - both held mainly 
for younger students. the proseminar was supposedly a preparatory course in 
which a student was required to write a paper of his own. As, however, the 
proseminar was nowhere a compulsory part of an examination syllabus, it tended 
to enjoy lesser prestige and be less frequently attended by students. 'Classes' 
the main vehicle of the Basic Study Course for younger students- were never 
conducted by professors, but were often conducted by teachers under profes- 
sorial directives as to their content. Whether a course should be held as a 
lecture, main seminar, proseminar or class, was thus largely determined by the 
seniority of the teacher and the seniority of students at which he was aiming, 
rather than by substantive and pedagogic considerations. The matter was decided 
for example, before it was known how many students were attending which courses, 
and was thereafter generally not revised - apart from the enforced cancellation 
of courses where no students at all subsequently opted for them, or the last 
minute splitting of courses where large numbers did. Where, during the field- 
work, a course did not take place for lack of student demand, the teacher did 
not offer an alternative course-to replace it. 
Study of the teaching programme over a number of years indicates the academic 
orientation of the Department. The philology courses offered were entirely 
diachronio, and only in the middle of the fieldwork was the first small '' 
inroad 
into linguistics - by a teacher who called himself a novice in the area_- 
apparent. The position of contemporary English language was indicated by the 
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fact that courses conducted in English were left virtually to the two English 
lectors, who, as was noted earlier, did not enjoy full staff status. Those 
contemporary language courses, also, were heavily concentrated in the lower 
status classes, and never conducted at main seminar level. Titles of litera- 
ture courses almost always consisted of the title of a work, an author's name, 
a period or a genre rather than indicating a problem or an approach. The works 
of literature taken tended almost exclusively to 'belles lottres' with a heavy 
concentration on canonized major works of art. 
8 
A wider approach to literature, 
language and communication, extending beyond middle class art forms to pop- 
ular media was absent. Thus both the philology and the literature sections 
suggested strong preservation of the historicist-positivist-aestheticist 
tradition referred to in Chapter 1. The lack of reference to method and problem 
'mirrors the lack of reflection seen in the planning of the teaching programme. 
The lack of a current German equivalent in the Department for the word 
"methodology" indicates the same point. Everywhere titles reflected, too, 
the absence of interdisciplinarity. Nowhere in the programme were there courses 
on teaching English as a foreign language nor any service teaching. The avoid- 
ance of even a mild utilitarianism could hardly have been more striking. 
The absence of heuristic and methodological considerations in the planning of 
courses, might theoretically have been - at least partly - justified by 
silent consensus in these areas. Evidence on the teaching of the Department, 
however, refuted any such idea. 80% of the course participants survey reported 
their teacher gave no reason why literature or a language should be studied. 
Of the remaining 20a number found the teacher's justification inadequate. 
Senior staff reported that there had never been any staff meeting in which the 
matter was discussed. In answer to a student demand one year before the field- 
work started, that "the staff of the literature section critically review its 
approach to aesthetics, literature and its methods" a group of senior and 
assistant lecturers in the Department publicly replied that: 
"They were not a teaching collective committed to a single 
ideology or approach to aesthetics. Their different academic 
qualifications (Anglistik, /Classical Philology, Anglistik, / 
German, Anglistik, /Romance Studies ete. )p their personal 
ethics and different research interests etc, etc. .. 0 invariably result in a variety-of teaching methods. "9 
This polemic avoidance of the issue as to the degree of consensus and plura- 
lism desirable in the Department is a classical case of i6noratio elonchi. 
The relevance of the divergence of personal ethics begs the very question 
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being raised. Protestation, of formal qualification is a manoeuvre of 
authority under attack. The enumeration of qualifications all within the 
modern and classical philologies could just as well be seen as evidence for 
the view ostensibly being refuted. 
10 
The same staff statement continued that 
it was: 
"self-evident that they critically examined their approach to 
their subject and their teaching methods in their preparatory 
reading for courses". 
That they were being posed this question and that they were taking the trouble 
to reply eloquently showed that the fact was not self-evident and that they 
themselves recognized this. The widespread criticism of tho teaching of lan- 
guages and literature in the university indeed suggests that many staff did 
not approach their subject critically. Their lack of pedagogic training11 
makes it difficult to see how they were able effectively to criticize, let 
alone efficiently remedy their teaching methods. 
Observation of teaching courses confirmed that the conceptual anarchy shown 
above facilitated critical gaps in the syllabus and direct contradictions. 
In the 44 course sessions observed there was virtually no treatment of the 
theory of language, the theory of literature or the theory of aesthetics. 
There was no recourse to philosophy, ethics or the social sciences to provide 
premises for the discipline. Given the lack of explicit premises, it is not 
surprising that there was no treatment whatsoever of the alternative frameworks 
of logic that might be applied to data. Syllogisms, ignoratii elenchi, false 
analogy and special pleading passed uncorrected. This lack of fundament 
affected both the intrinsic and ostensibly extrinsic approaches to the subject, 
12 
permitting apparently systematic but essentially arbitrary compilations of 
"facts" to be used to clothe subjective evaluations. A poem would be "wonderful, 
very beautiful" or a literary movement achieve "the greatest perfection" etc. 
That a short story need have a "unity of mood" (sic), with no substantiation 
as to why, becomes dogma. Under pressure, the defence mechanism shown earlier - 
reference to formal authority - could, in such cases, be reverted to: 
Every word should have a smell - the view isn't just mine, 
but has been established in books on the theory of literature, 
(Teacher in a course) 
The obscurity was apparent in one teacher's statement "this poem is cold, a 
perfect work of art, but no more". 
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By far the predominant approach to language and literature was 'intrinsic'. 
This was reflected in the titles of courses. Admittedly there was a good deal 
of extrinsic fact, historical, biographical, some social, a little psycholo- 
gical and some reference to other art forms. But there was no sign anywhere 
of underlying extrinsic theories. The social and historical data remained 
isolated from historical and sociological theory and method. Although represen- 
tatives of the "Schuecking school"13 prided themselves on a sociological 
approach to literature, a sociology of literature was not taught. There was 
thus not a single interdisciplinary course in the Department and no courses 
taught together with staff from other disciplines. There were not even teaching 
staff from other language departments and no formal study of comparative 
literature. The one course which appeared emphatically located in another 
discipline - lectures on British Institutions - was held by English lectors, 
usually graduates in German rather than sociology. A consequence: 
Student: What about pre-school education in England? 
Lector: I'm too uninformed to tell you anything, except 
that such schools exist. 
(From a course session observed) 
In the courses observed methods were hardly ever discussed, although outside 
courses teachers would readily talk of "my method" and - more revealingly - of 
"Lehrmeinungen" (literally 'teaching opinions'). In over two thirds of the 
sessions there was no formal definition of even one technical term. This lack 
of theoretical foundation and of methodological sophistication fostered a 
flight from analysis and refuge in reproduction. A common manifestation was 
the narration of plot. One teacher, during a lecture: 
I've tried to tell this in my own words with the result 
that I've taken longer than the original. 
A Finals candidate: 
I've thrown all my lecture notes in the waste paper basket, 
so that I don't get the crazy idea of reading them. I conscientiously 
took a lot of notes in my first semesters. But Prof. ... moroly told the plot at length in his lectures, summarized the secondary literature, 
gave biographical and crude social data, said a little on characters 
and that was that. He gloated over sexual passages drawing them out 
at length, fishing for a laugh. 
(r 15/16) 
Dates and biographical detail, such as the names of an author's mistresses, 
were presented at length and in no theoretical context. Alternatively, dogmatic 
short cuts were taken to legitimate theoretically unsubstantiated positions: 
"what's important for us is that ... ", or the veil of simplification was spread: 
"what the reader experiences is ... ". With reference to a ballad: 
205 
Teacher: The expression of truth is a function of poetry. 
Student: What is truth? 
Teacher: You can't expect me to answer that in five minutes. 
Student: Then I wouldn't throw the word round so easily. 
Teacher: Itm not. 
(The matter was thereupon left). 
Lack of theoretical basis also fostered contradiction in a teacher's work, 
as with the teacher who proclaimed "short stories cannot be summarized" and 
proceeded to summarize six in the course of 1+5 minutes. It promoted, too, 
at least apparent contradictions between teachers, as when one stated "the 
work of art is unique and above its author", while the approach of others was 
typified by statements such as "one has the impression the author wants to ... ". 
(The use of the third person here to give a subjective statement an aura of 
objectivity is of course an old academia trick). For lack of an explicit 
common denominator in the form of a consensus over theory, such contradictions 
could not be solved or even relativized. In particular there was no basis for 
relating the discipline to, or demarcating it from political ideology. This 
at a time when the students had long since formulated their discontent in 
expressly ideological terms. The resultant insecurity amongst the staff offers 
part explanation for the force of their reaction to both fundamental and 
topical questions from students. With his back to the wall over this very 
issue of the relationship between science and ideology, one of the more liberal 
staff members admitted to his students that he often had a bad conscience 
about his aestheticist approach to literature and its consequent lack of 
"relevance". 
An intrinsic approach to a subject may be cause, result, or both, of a flight 
from the outside world -a flight from the scrutiny of neighbouring disciplines 
and from the demands of applying the end product of the academic process to 
other spheres of life. The end product itself thereby becomes increasingly 
divorced from social needs. It runs the double risk of theoretical error and 
theoretical poverty. As long as there is enough material within its own canons 
(enough "great" literature or unresearched "lesser" works, enough peculiarities 
of language in the Middle Ages) the motions of science can be gone through, 
and demands for social, political, occupational or personal relevance be ro- 
sisted or ignored. In fact in terms-of its own canons, diachronic philology 
was, in the words of one teacher doing postgraduate research in the area, 
approaching exhaustion point: all the main themes had been worked to the point 
of aridity and there was little new to take up. It was significantly this 
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section of the Department that was first forced, reluctantly, to yield to 
student pressure for radical change. 
This unreflected, monodisciplinary, intrinsic approach to English Studies 
permeated the whole range of elements that comprise the teaching process. 
Teaching goals given by teachers in the questionnaire survey were virtually 
always in the first instance intrinsic to Anglistik (Tb0/1). Half the teachers, 
though, included goals coded as liberal education and a quarter specified exam 
orientation. Three quarters of the students surveyed also saw their teachers' 
orientation as primarily subject-centred - with a quarter seeing it as mainly 
exam-oriented (T9/6). Half claimed the teacher's orientation coincided largely 
or entirely with their ovm (T9/7), with almost as many students giving exami- 
nation orientation as claiming attendance on account of the topic (T9/1). 
In the courses observed only half the teachers (and then often indirectly, in 
a single subordinate clause midway through the session) indicated an orienta- 
tion extrinsic to the immediate proceedings in the course session itself. 
Almost half of these were references to university examinations, and then 
these often took the form of tips such as "the more you talk in the oral exam,. 
the fewer questions you get asked". The lack of contact between staff and 
students elsewhere of course increased the importance of the teaching session 
as a place where the staff could exercise normative control. Short of breaking 
off teaching courses (a measure resorted to on a number of occasions) the 
staff's sole ultimate sanction was exam requirements. The sanction of breaking 
off sessions required rectoral approval, and actual failure in the examination 
room, if practised too frequently, could cause questions to be asked and be 
seen as reflecting adversely on the teacher. But the lecture-room use of 
examination orientation in the form of reminders, veiled or open threats, was 
not subject to external control. Moreover, it was a device to which students 
had apparently been sensitised (rather than inured, for the stakes were too 
high) at school. Hence it could be relied upon, oven where students had little 
respect for the quality of the examining. 
2. Student motivation 
The staff's intrinsic approach to Anglistik app©area to affect their attitudo, 
too, to student motivation. Motivation was apparently largoly seen as-, the 
responsibility of students,. and taken for granted. 
u 
Students, complained that 
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the staff did not take the trouble to explore students' reasons for attending 
a course, and certainly did not use even single questionnaires to investigate 
student wishes, though - given the lack of dialogue and t}e, degree of fear in 
students to join group discussion - such a measure was clearly needed. In one 
course, 11 of the 14 students attending the session conducted sotto voce 
conversations interspersed with cynical jokes while the teacher was talking. 
In another course observed -a small group of 12 - one. student yawned at least 
8 times in 90 minutes, yet the teacher was too busy reading from notes to 
notice this. Teachers in fact complained in the survey of the lack of commit- 
rent of their students: 
My criticism of the students, at least some of them: 
they're not prepared to work. 
Passivity, silence and lack of stamina were complained of. These very criticisms 
of their own participation were frequently offered in the course participants 
survey by the students themselves. The low attendance figures and high deple- 
tion rates found (T9/22,23) were apparently not prompting teachers to investi- 
gate the causes of low motivation, let alone give the student more say in 
the shaping of courses. In almost all the courses observed there was no discus- 
sion at the start of the session of the teaching aims for that session , the 
teacher alone deciding these (T8/4). Goals were expressed precisely in only 
1 in 4 cases (T8/5). While most teachers were reported to have sot out their 
aims at the start of the course, only a third of the course members reported 
having received a clear outline of these (T9/5). Only half the teachers 
referred at the start of sessions to the previous session's work (T8/3). At 
the end of the session most indicated their intentions for the next session 
(T8/27), though again in hardly any case were these even briefly discussed (T8/ 
27). About half set tasks for the next session, but then always to the course 
members as a whole, never to groups or individual's (T8/28). 
3. Teaching styles 
Over the years there had been some departure, at least on paper, from the 
lecture form. Although in the semester concerned only tyro of the four professors 
included formal lectures in their teaching, it was found that other courses - 
proseminars and classes - were often-also held as lectures or quasi-leetures15 
In the courses observed the teacher talked on average for approximately 70% 
of the course duration. The average participation of any sort in a discussion 
was 6e lo of the course members, but if one eliminated students making' solely` 
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one single-word or single-sentence contribution, this figure would probably 
be halved. of the participants uttered not one word. 
ý'6 The course partici- 
pant questionnaire confirmed this picture: in half the courses there was 
reportedly little or no discussion and, in those where there was, it often 
involved only a minority of participants. A similar picture was provided by 
Finals candidates: of 26 candidates, only four reported that group discussions 
had occurred often in their courses. Half had experienced them either seldom 
or never (T15/31). 
That formalistic thinking and retention of unreflected habits were involved 
was shown by the case where only one student turned up for a seminar session 
(and said he would have left but for the author's presence). The teacher 
conducting the course thereupon proceeded - literally ex cathedra and from 
his dais - to hold a lecture. Result: one professor lecturing, one disinterested 
student listening, one assistant lecturer in attendance as potential witness 
for the professor's health insurance scheme in case of student disruption, 
the author as observer, and 4.7 empty seats. 
Various statements by staff members showed awareness of their pedagogic help- 
lessness. One apologized for having talked - as he put it - for 90 of the 
time. Some put the blame on students' passivity, as with the teacher who begged 
students to prepare more for the next session so that he would not again have 
to lecture. Others blamed their professors for having given them an intractible 
subject matter, or for making dysfunctional demands of students when it came 
to examinations. Still others blamed the material itself (without, though, 
questioning its legitimacy), as with the teacher who began his course with 
fifteen minutes' rote treatment of grammatical rules and then exclaimed, "Thank 
God we've got that done with". Sometimes the apparently unconscious subterfuge 
of achieving ostensibly pedagogic ends by unpedagogie means was used, as 
when a teacher eked out the answer she wished from a student by acting it out 
with a gesture. There was nowhere indication of awareness that such teaching 
was presenting role model behaviour that might adversely affect students' 
own later behaviour as teachers. 
The majority of staff reported that they saw preparation of their own courses 
as relatively unproblematic (T10/3). In the sessions themselves teachers' 
diction was usually clear (T8/11), and the intonation differentiated (T3/14). 
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There was much eye-contact17 and little direct reading from notes (T8/l0,16), 
though there was one case of a professor reproducing a textbook 
(not his own) 
in the guise of a lecture. The student sitting beside the author during this 
procedure had the appropriate textbook open in front of him - nothing else - 
and was merely putting strokes beside the passages the professor chose to 
read. Another explained after the same session: 
The professor isn't adding anything to that textbook; on the 
contrary, he's desecrating it. Such plagiary is a totally dishonest 
trick that I,, too, learnt while at primary school. I only anotate 
the textbook when I lose the place. 
Another added that they couldn't go to a senior lecturer's course on the same 
subject, although he was a better teacher, because the lecturer didn't know 
what questions the professor would be setting in the exam, and was honest 
enough to say so. 
4. The organisation of teaching sessions 
The failure to motivate by the material offered and the manner in which it 
was presented was evident in the attendance figures and depletion rates in 
the courses. For the semester concerned the official enrolment figures for 
courses totalled 1,329 for all 52 courses, an average of 26 students per 
course. 
l8 In the tß. 2 courses observed by the author, there were at the time 
of observation 577 students attending, an average of only 14 per course. The 
discrepancy can be most readily explained by the need for students to inscribe 
for courses to meet exam requirements, or to make a good impression on examiners, i 
and at the same time as an expression of dissatisfaction with the courses 
offered. To the extent that the latter was the case, the responses of course 
participants probably give a more flattering view than that held by students 
in the Department as a whole. 
The average number of seats available in the rooms used was 58 per room. One 
lecture had an official enrolment figure of 136 and an actual attendance on 
the day visited (in mid-semester) of 11. It had been transferred from a room 
seating 109 to one seating 35. Some of the rooms, though shared with other ° 
departments, remained unused for substantial proportions of the working '. week, 
and virtually all remained empty for the whole five months of the university 
vacation each year. The largest actual attendance observed was 1.84. -in a 
syntax class which the teacher had not split into groups but was actually 
conducting as a class. At the other extreme, several courses had only 2 or 3 
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students. Some courses had been cancelled for lack of subscribers at the start 
of the semester, others ceased in mid-semester as the numbers decimated. 
The average depletion rate in courses - calculated from student responses - 
was 3 (T9/22). One professor: 
The material called for intensive work. Many students 
regularly came up to 20 minutes later, others missed 
sessions, so that they were soon no longer in a position 
to follow the lectures. 
In over 9 cases in every 10, the teaching was 'frontal', The students mainly 
sat in rows. Nowhere was there group work in the teaching session with 
corresponding seating arrangements. More often than not, while the student 
sat, the teacher stood, frequently on a dais - even though the group was small 
enough for unimpeded eye contact without this. Often the rows of seats closest 
to the teacher were empty, as if contact were being avoided. From the parti- 
cipants questionnaire it emerged that complementary working groups to function 
outside the actual sessions were hardly ever formed, the few exceptions usually 
being on student initiative - and then sometimes by way of opposition to the 
course. -The lecture rooms were colourless, totally lacking any form of picture 
or even notice board. Minor relief from this drabness was provided by the 
student graffiti on desks. Some of these attacked teachers' pedagogic inability 
(one English Department teacher was portrayed as a sleeping tablet) others 
deplored the passivity of the students themselves, others were simply expletive, 
some semi-pornographic. 
5. Teaching; aids and facilities 
Apart from occasional use of the blackboard and cyolostyled sheets, next to 
no audio-visual teaching media were used (T10/7). Hardly any teacher took 
advantage of the convention of setting up a shelf of reference works for their 
course in the Department library (T10/$). In over half the cases no reading 
list was given and, where it was, it was most commonly given orally, often 
simply read out (T9/17). 
The "language laboratory" was merely a cramped, badly aired and far from sound- 
proof room, with eight tape recorders round the walls, three of them broken 
at the time of observation, two with defective headphones. No booths, no 
console. Apart from one English lector showing films on Britain there was 
otherwise no use made of pictures, film, slides, tape-recorder or overhead 
projector in any of the sessions observed, 
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The English Department library had, at the time of the research, almost 
30,000 volumes and a seating capacity for approximately 100 readers - some 
60 in the 'South Library' some 40 in the 'North'. Observations to indicate 
the extent the library was being used, were made over the last weeks of the 
Summer Semester 1970 -a period when the pressure to study for end of term 
tests could conceivably have been pushing attendance up, while mid-summer and 
any end-of-term spirit may have been pulling it down. Various student library 
assistants, however, reported that attendance in this period had been typical 
for the term. 119 observations were made, at intervals of at least 30 minutes 
with the help of a rota of 'Hiwis', acting on precisely specified terms. At 
the same time, the presence of students in the adjacent Gallery - the main 
concourse of the Seminar - was recorded. The mean average figures, based on 
"a five day attendance/observation week were as follows: 
Table 12. NUMER OF PERSONS USING TIE DEPARTLlENT 
LIBRARY AND GALL .Y 
PER DAY. sm. ojER SEjMSTER 1970 
114 VAL SOUTH LIBRARY 
NORTH 
LIBRARY GALLERY 
9 -- 10 a, m. 1 1 0 
10 - 11 a. m. 5 2 2 
11-12 a. m. 5 4+ 3 
12 -1P. M. 8 4 4 
1- 2 p. m. 9 If 3 
2- 3 P. M. 8 if if 
3- if P. M. 5 if 2 
4- 5 p. m. 5 2 2 
5- 6 P. M. 3 2 1 
6- 7 P. M. 2 1 1 
7 -- 8 p. m. 1 0 1 
Note: Observations were made at single moments of time within the 
specified intervals. 
Despite such low attendance and although students worked mainly in their 
lodgings (T3/32, T5/1+B, T15/53), the library was run predominantly as a refer- 
ence library, though with overnight and weekend lending, From the lending 
.' 
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catalogue, it was found that about 25 books were taken out each day and from 
30 to 60 at weekenü. s. Students sometimes reported resentment of staff hoarding 
of library books. On a randomly chosen day in July 1970 examination of the 
appropriate ledger revealed that 620 books were out on loan to'staff and 
The highest number on loan to an individual staff member was 34, and to a 
fjvii 1,57. 
6. Staff-student contact 
Consultation between teacher and students before the start of a course - some- 
times before the preceding vacation - did occur (indeed professors sometimes 
made it a precondition of attendance) but teachers and students reported it 
was rare and largely a formality (T9/3,4). 
In the courses observed there was generally no form of greeting whatsoever 
between students and teacher (T8/2). With the exception of one small seminar 
held by an English lector, forms of address used. were in all cases formal (the 
German second person plural), however small the group (T8/19). In over a third 
of the cases no forms of address beyond personal pronouns were used at all. 
Sometimes a teacher would resort to an attendance list to call upon students 
to speak. The use of attendance lists at all - for their original purpose - 
caused student resentment. 
Just how little substantive contact there could be was illustrated ly such details 
as the occasions when a teacher explained the meaning of the title of Defoe's 
essay "The Shortest Way with Dissenters" by saying "It meant this", drawing 
his hand across his throat. Of 22 students only two saw the movement, yet the 
teacher took no alternative measure to establish his point. A more general 
indicator of the lack of contact was the student notetakind that was seen. 
Half an hour's treatment of one or more topics would be recorded by students 
by a blank sheet of paper with merely a single word such as 'ballad', or 
'Alfred'. Sometimes English secondary literature authors were so misspelt as { 
effectively to prevent their subsequent location in a library catalogue. 
Another typo of probable miscommunication was the frequent practice in language 
courses of students' errors being repeated by the teacher - and thereby. 
potentially reinforced. 
More striking than any achieved communication was the frequency and manner of 
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interrupted communication. On the one hand, in a few courses there were attempts, 
usually by isolated students or a minority group, to divert the teacher's 
planned programme. They generally took the form of direct or indirect question- 
ning of or protest - polemic or otherwise - at the subject matter boing 
offered, but virtually never on the teaching method. Student complacency here 
was apparent in the answer of one teacher to a question as to what he . 
thought students had found good in his teaching methods. His reply: "the 
sedative of being lectured to". From the teachers' side a variety of means 
were used to evade or block such questions. Sometimes the teacher acted as if 
he had not heard the interruptions and questions, or countered with non-commit- 
tant platitudes ("That's how you see it? " or "If you like"). On other occasions 
teachers complemented the questioner ("That's a very important aspect, Herr ... 
*you always bring up such fundamental questions") only to continue without 
taking up the point. Alternatively the question was "too difficult" "did not 
fit into the [teacher's] programme" (whether or not any such programme had 
been clearly enunciated), or would be put off until "later". Sometimes students 
would be. asked to consult the teacher on the matter outside the course. Some- 
times the teacher would quash a question by claiming superior knowledge or 
simply stating his own preferred interpretation by way of reply ('7 would prefer 
this translation -I think it's better"). Sometimes questions based on an 
extrinsic approach to literature were dismissed as irrelevant. Sometimes the 
questioner was dealt out - whether quid pro quo or not - sarcasm, a derogatory 
political ascription or abuse. Occasionally there were appeals to a silent 
majority. In the face or stress, some teachers had clearly resigned, as with 
the one who told the author he preferred apathetic students to hostile ones. 
Students, too, would use avoidance mechanisms, such as looking down so as to 
escape the teacher's eye when a question vas imminent, more commonly simply 
silence. A number of teachers complained of the difficulty of getting students 
to say a word. 
ýRole mod. els in theme teaching situation 
It has been shown that teachers placed the responsibility for using teaching 
methods they themselves admitted to be inferior, not on themselves but on the 
nature of the subject, the behaviour of students or the dictates and habits 
of the professors. They would claim that they had no other choice. Far. 1their 
part, two professors put forward the argument that the attainment of academic 
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competence necessitated a hierarchical process of qualification through 
apprenticeship: 
Student: (having read out a paper) Did I achieve what I 
set out to or did I philosophize too much? 
Professor: To do that is always more difficult for a beginner 
(the student was in his 13th semester and was the 
subsequent semester appointed to an assistant 
lectureship in the Department). A beginner should 
always work inductively. He should leave the 
philosophical approach to older, more experienced 
academics. It's much too difficult. 
Another professor repeatedly disallowed questions as to the relevance of course 
contents on the ground that students had to have studied his subject for t«o 
or three years before they could legitimately raise such issues. 
The permeation of such hierarchical thought in the Department was graphically 
demonstrated in some of the observed teaching; sessions where professors came 
accompanied by an assistant lecturer or ac4demic assistant carrying the 
professor's lecture notes. They would sometimes remove the professor's coat 
and clean the blackboard. One professor had an assistant lecturer at all his 
lectures as a potential witness in case of student disruption. On one occasion 
observed, the assistant lecturer concerned spent a third of the lecture 
furtively reacting a book under the cover of a desk top. That junior and middle 
rank staff expressed contempt of their professors in the same breath as profes- 
sing the need to conform to their wishes did little to enhance their imago - 
or that of their professors - in the eyos of students. 
8s Satisfaction levels 
So far a considerable body of evidence has been given to suggest extensive 
pedagogic incompetence and authoritarian teaching styles. But how satisfied 
were staff and students with their own and each others' performance in the 
teaching situation? Almost all the staff claimed to have achieved their teaching 
goals, though half with reservations (P19/15). Given a repeat, two thirds 
claimed they would reshape their teaching (P10/18). Most commonly they consid- 
ered the intensity of students' work to have been moderate (T10/9,10). AU 
thought the bulk of the students were satisfied with their teaching (T10/i4). 
Three quarters of the students in the courses surveyed also thought the 
majority of their fellow students had been satisfied with the teaching (T9/48). 
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Most of the student respondents assessed teaching styles and the content of 
courses as moderate, or better (T9/37,47). Most were satisfied with the scope, 
density, depth and speed of presentation of material (T9/1+3-tß. 6). Well over 
half, while experiencing the courses as predominantly teacher-centred thought 
the teachers had given students adequate opportunity to express wishes and 
criticisms, though the same proportion considered students used this opportunity 
too little, when at all (T9/9, l0). The majority considered the teacher 
adequAtely responsive to such wishes as were forthcoming (T9/11). 
An explanation for the apparent discrepancy bet-teen the quality of education 
presented and prevailing satisfaotion levels is offered in the closing section 
of this chapter. 
9. Quality control 
The question arises as to the provisions made for quality control of the 
teaching in the Department. No persons or mechanisms from outside the Depart- 
ment conducted any form of quality control of the individual staff members' 
0 
teaching. Nor was there any such quality control by academic superiors or 
collectively within the Department. There were not even surveys in the Depart- 
ment of attendance and depletion rates. Nor were there any surveys of teaching 
methods used and student satisfaction. That the Department's main internal 
examination, the Intermediate Exam, did not provide effective quality control 
of the teaching has already been shown, 
19 Any quality control was thus left to 
individual teachers and their course members. In not one of the observed 
sessions was any systematic attempt made to test or reinforce learning from 
previous sessions (with the slight exception of translation correction and 
essay-correcting in the lectors' language courses). There was no pre-course/ 
post-course attainment control. Nor were students given check sheets and other 
means of assessing their ovm attainment. 
There were two existing instruments which might conceivably have been used to 
these ends. One was the end of term tests in some courses. as part of the 
Intermediate Exam. Evidence, however, was strong that these were largely 
directed to ascertain memorisation of inert facts and formulas, rather than as 
a quality control of teaching. The other was the paper that each student had 
to write in those courses conducted as proseminars or main seminars. Firstly, 
in practice the rule was not always observed: such papers were not always 
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written. When they were, topics generally had to be chosen before the course, 
i. e. before students had received any teaching on the area to be covered. 
The papers sometimes had. to be handed in before the course started. Even where 
this was not the case, the papers showed nothing about the quality of teaching 
in the course. Indeed the way papers were treated by teachers could directly 
prevent effective teaching: 
The professor [in a main seminar has the appalling habit 
of getting papers prepared and read from the second session 
onwards for the rest of the semester. In most cases no copy 
is available for previous inspection. All discussion centres 
on whether the paper is good or bad, how well it is structured 
etc. and not on the subject itself. 
One teacher's main seminar reportedly consisted for much the greater part of 
-students reading out their papers: in the session observed this procedure 
took up 7CP/of of the session. One reason was - this teacher confirmed - to check 
that students had written their own papers. How, was not clear. On the evalua- 
tion of course papers, a student: 
I went to her proseminar and wrote a bad paper, so bad that 
the teacher did not accept it. She told me I should give up 
Anglistik, as I couldn't interpret well, had no aptitude for 
the subject and should change to a subject like history which 
involved facts. That semester I wrote another paper on the 
same subject for the same teacher. I got a mark of 2-3 
[i. e. 
satisfactory to good] . The experience badly shook me. I'd 
been the one student to hand in my paper punctually as requested - 
i. e. before the start of the semester. Two whole sessions wore 
spent discussing it. The others were in a much easier position - 
as I was, toot when I rewrote it. 
10. Graduates' experience and assessment of the teaching 
The sample of Finals candidates were questioned on their extensive experience 
of the teaching in the Department. Their modal assessments of the various 
types of courses provided up to the Intermediate Exam (T15/19-21) were as 
follows: 
Course content 
Early English 
English Literature 
moderate 
good to moderate 
English Language moaorato 
Teach1n, 
poor 
moderate 
moderat© 
In all cases, teaching tended to be assessed as less good than the course 
content - particularly in the case of Early English. The modal number of papers 
written by respondents before the Intermediate Exam, (i. e. over usually two 
f 
i 
i 
i 
k 
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to four years) in both Early English and English Language, was zero; in English 
Literature two (Tl5/22). The number of papers candidates had written altogether 
before the Intermediate Exam ranged from seven to zero, with a modal froquency 
of two. When asked how they had mainly learnt their English sinne 'Abitur', 
only two gave Anglistik courses as their main source. Half claimed to have 
acquired their English mainly through stays in English-speaking countries, and 
a further third through their ovm reading (T15/29). 
After the Intermediate Exam had been taken, attainment of certificates and 
interest in the topic were - as with sophomores - the main motives for attending 
courses (T15/30, T5/7). Not surprisingly, attendance in order to see what was 
being offered, and to obtain knowledge for an exam assume less importance 
here than with the sophomores. Attendance in order to get to iiow a staff 
member became, however, noticeably more frequent -a fact which could be 
explained by, amongst other things, the desire of Finals candidates to become 
acquainted, with a potential examiner, and, from sophomores' point of vier, 
the deteriorated staff-student relations they found on arrival in the Depart- 
ment. 
Altogether, in the Anglistik course provided, graduates thought there should 
have been less emphasis on Early English, though opinions were divided on the 
emphasis that should have been placed on Early English literature. While the 
majority were satisfied with the weight attached to more recent English 
literature, there was strong consensus that more importance should. have been 
attached to (modern) English language (T16/35). T16/36 shows graduates answering, 
as did sophomores, that in their Anglistik course the following questions were 
totally neglected or scarcely considered: what literature is; why it should be 
. studied; 
the definition of scientific or academic work; the relationship be- 
tween the methods used and the results obtained; why a language is studied 
(T16/36). The overall distribution of these answers mirrors fairly closely 
that of sophomores' answers to the same questions (T5/25). Over three fifths 
of the graduates said that scarcely any or no connection was =do between the 
study of language and that of literature (T16/37). Even more said that differ- 
ent methodological approaches were not analysed or were scarcely so (T16/38). 
Usually no particular methodological: -approach or combination of methodological 
approaches was recommended (T16/39). One respondent added her reason for 
answering as she did: 
(Were you generally advised what methodological approach to adopt? ) 
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Yes, the "method" of the respective professor. 
(r 16/8) 
Noone stopped to ask much what literature really is. It was 
generally simply assumed that literature gave pleasure and was 
relevant to life. Ex cathedra appeals attempting to put over 
this relevance to disinterested students went into thin air. 
Aesthetic considerations as to the nature of literature never 
questioned these assumptions. ... Equally flimsy reasons were 
given for studying literature ... It was expecting too much of 
these paid devotees of the Muse that they provide an academically 
viable basis for literary criticism. There was no point in 
asking to what extent academic assessments derived from the 
approach adopted, as there was scarcely any awareness of 
methodology. 
(r 16/2) 
Two thirds of the sample had read not even a single periodical for Anglistik 
with any regularity (T16/41)0 When asked to assess their familiarity with 
recent research findings, the great majority of Finals candidates thought 
themselves inadequately. informed, or uninformed, as far as Early English and 
linguistics were concerned. Over half thought themselves at least adequately 
informed on recent research findings in English literature. (T: L5/31). Hardly 
any considered themselves well informed, though, in any of the three areas. 
To the extent that they were informed, candidates had acquired their information 
mainly from books or articles found on their own initiative, rather than 
directly from the staff, or from books or articles recommended by the staff. 
(T15/32). 
The majority of the sample had had no official student counselling, the 
remainder only one session (T15/6tf). Half of those who had had its thought 
the counselling had not acheived its purpose (T15/65). 
Asked what qualities and abilities they would have liked to see more of in 
the staff, graduates answered along lines similar to the sophomores - though, 
understandably$ at times with more specialized-demands. "Pedagogic competence, 
intelligence, knowledge of linguistics, social awareness. " "Tolerance, humour, 
courage to discuss with dissentients. " "That they keep academically up to 
date. " "Warmth and humanity. " One replied, "For a start more interest in their 
subject and personal enthusiasm; instead they show boundless opportunism. " 
Despite those and similar remarks, over three quarters of the graduates would 
have liked more contact with the academic staff (T16/45). 
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Three fifths of the respondents considered their Anglistik studios at the 
Free University a poor or very poor preparation for their intended occupation. 
With but one exception, the remainder assessed them as moderate. Othenvise, only 
one considered them Good, and none very good (T15/90). 
Four fifths of the sample were dissatisfied or very dissatisfied with their 
Anglistik studies as measured against their own purposes in studying (T16/47). 
When asked if they had any criticism of their own pattern of behaviour during 
their studies, respondents, on the whole, played variations on the theme of 
their own lack of initiative, academic and political. 
I didn't stop to think enough about why I was studying. 
(r 16/18) 
I was too submissive and uncritical. 
(r 16/16) 
I was passive towards efforts to reform the Department - 
out of complacency and fear. 
(r 16/23) 
The great majority of graduates considered subject-centred educational research 
into the situation at the university as being urgently needed (Tl6/55). Of 
the alternatives suggested, educational research workers were the most favoured 
to conduct such work, with a combination of academic staff and students as 
the next most popular choice, though one respondent raised the problem of how 
these latter were to obtain appropriate qualifications (T16/56). In both these 
assessments - of the importance of such research and its execution - the 
graduates' views were close to those of the ensuing generation of sophomores 
(T5/97,98). 
Conclusion 
The primary finding from this survey on teaching in the Department is the 
coexistence at the time of the study of widespread and grave pedagogio incom- 
petence coupled with relative satisfaction by staff and students with the 
teaching they were respectively offering and receiving. A number of factors 
help explain the nature of the teaclAng provided: 
1. The traditional isolation of the academic in the conduct of his 
professional role. 
2. The traditionally superior status of research over teaching in 
the university, in view of which the normally total lack of 
pedagogic training of new recruits to the staff was tolerated. 
3. An unquestioning; 'immanent' approach to Anglistik, which assumed 
intrinsic motivation and neglected extrinsic pedagogic and societal 
constraints. 
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4. The non-accountability of the university to the outside world 
and the non-accountability of the Department within the university. 
Coupled with this, the exonerating responsibility of the State - 
via the 'Staatsexamen' - for the 'relevance' of teacher training. 
5. Social friction within the Department, in which changes of 
behaviour patterns were shunned as being concessions to an 
opponent interest group, or for fear that they would be seen as such. 
6. The lack of procedures and instruments to diagnose dysfunctions 
in the teaching of the Department. 
On the satisfaction of the staff : at its simplest the staff had an obvious 
short term vested interest in claiming the teaching in the Department to be 
' -satisfactory, and were able to act as if this were the case as long as no 
provisions existed to check the quality of their work in the lecture room and 
that of the Department as a whole. 
The students, on the other hand, may by and large be thought never to have 
experienced a teaching programme and body of teachers significantly different, 
let alone better. The similarity between the teaching in the Department and 
that experienced by its student members in their secondary schools is clear. 
It was seen in the assumption by teachers of their students' intrinsic or 
exam-oriented motivation, in the receptive position of the students and - despite 
the velvet glove of a friendly manner - authoritarian teaching patterns. For 
the minority of students these provoked an often irrational militancy, and for 
the majority acceptable teacher role models similar to those experienced at 
school. These suppressed rather than fostered critical thought, encouraged 
conformity to persons and regulations rather than to values and causes: 
If you haven't got a clue, you tend simply to follow the 
lead you are given. 
(r 9/8) 
Perhaps I didn't mutiny enough at the way the course was hold. 
This was because of : 
a the other students who were also pretty lethargic and 
b the rubbery attitude of the professor on questions of 
university politics.. I didn't see much prospect of 
achieving anything. And also I had to act in a somewhat oppor- 
tunist manner, as I want the professor to be my 
examiner in Finals. 
(r 9/3) 
I sometimes resigned in the face of the disintorest of both 
students and staff. 
(r 9/23) 
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Notes to Chapter X 
1 The, term "academic freedom" , 
(Akademische Freiheit) is used far more 
frequently in Germany than iu Britain, and particularly - with or without- 
Humboldtian connotations - as a defence against university reforms. 
2 There have been no government reports equivalent to the Russell and Hale 
Reports. 
3 That the phenomenon is not restricted to the Gorman university is indicated' 
by the remarks of B. Ford, 'Frank Paedology', in Universities Quarterly, 
Vol. 20,1966, pp. 255-256. 
4 
For elaboration of this theme see S. Boocock, Toryards a Sociology of 
Learning, and D. M. Medley and H. E. Mitzel, 'Measuring Classroom Behaviour 
by Systematic Observation' in N. L. Gage, A Handbook of Research on 
Teaching., pp. 21+7-328. 
5 See Appendix 1. 
6 
With the exception of a questionnaire survey m, university transfer and 
one on 'drop-outs', from the Department-who had largely left West Berlin 
and whose forwarding addresses were often incomplete or uncertain. 
7 Fora cutting caricature of course planning of this kind at universities 
in general see L. Huber, 'Hochschuldidaktik', in 17issenschaftscUdaktik, 
Fifth Special Number of Neue Sammlung, Coottin; en, 1970, p. 71 . 
8 
This was shown in an analysis of the courses offered in the Department 
from 1965-1968 by VI. Fritz, 'Der Lehrplan am Englischen Seminar', in 
Subjects. Informationsblatt der Anglisten der FU Berlin. No- 5, 
mimeograph, May 1968, pp. 1-13. 
9 W. Gauger et al., Stellun , ahme, p. 4. 
10 The question of staff qualifications is taken up in Chapter XV. 
11 
Again, see Chapter XV. 
12 The distinction between intrinsic and extrinsic approaches to literature 
is elaborated by R. 1Tellek and A. Warren, Theory of Literature. Second 
Edition, New York, 1956. 
13 
Tyro professors in the Department were former students of Professor Levin 
Schuecking. 
11 
The same attitude is reported elsewhere in German universities by M. Jenne 
et al., Student im Studium, p. 82. 
15 
The pedagogically unwarranted predilection of university teachers for 
the lecture form is often notedin the literature on higher education 
and sometimes put down to unrolinquished medieval attributes of the 
institution, for example by N. L. Gago, A Handbook of Research on Tertchinp, 
p. 19, and A. D. C. Poterson, The Future of Education, London, 1968, pp. 76- 
77 and 132. 
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16 Similar findings have been made for German schools: see R. Tausch and 
A. PM. Tausch, Erziehungspsychologie, Second Edition, Goettingen, 1968, 
pp. 94-112. 
17 On the significance of eye-contact in interpersonal behaviour see 
M. Argyle, The Psycholo y of Interpersonal Behaviour, London, 1967, 
PP. 105-116. 
18 Data provided by the Statistics Bureau of the Free University. 
19 See Chapter IX. 
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XT 
STAFF-STUDENT RELATIONS 
A recurrent theme in these findings has been the lack of staff-student contact - 
both formal and informal - in the Department. Where there was dialogue, it 
tended to be either ineffective in terms of its ostensible purpose, or polemic. 
Yet communication - whether face to face or less direct - between administrators 
and the administrated is essential in any institution if a common will to 
common ends and means is to be achieved. Communication at various stages of 
policy-making allows a more sensitive adjustment and readjustment of decisions, 
and the changes in expectations these necessarily involve, than does the 
presentation of more or less incomprehensible faits accomplis. So crucial is 
this function that failure of communication is often taken as the ultimate 
cause of institutional crisis. In seeking, though, the causes of a communication 
failure between groups (in the long run inevitably dysfunctional in an institu- 
tion) one can expect to find further dysfunctions reciprocally related to the 
communication failure. 
Not merely this pervading influence of disrupted communication made the area 
important for a study of the Department, nor merely the fact that it provided 
immediate explanation for otherwise bizarre policy-decisions. Staff-studont 
relations were, unlike all the other areas so far covered, considered by both 
major status groups in the Department - staff and students - to be in a 
critical state. The fact was acknowledged, too, across perhaps the other main 
divide in the Department - by both political right and left. But it was an area 
clearly considered marginal to university work and one which was thought not 
to require expertise - so investigation was seen as not` threatening'exposure 
of any culpable lack of this. Furthermore the lack of informal and private 
communication meant a greater resort to public communication between conflicting 
groups than would otherwise have been the case. All these factors made communi- 
cation in this Department relatively accessible to the research worker. 
It The growth of an active political minority amongst the studonts; 
The summer' semester of 1969, when the fieldwork began, was heralded by warnings 
and prophecies, from high and low, of violence on the campus. 
I Summer, with 
its more congenial climate for open air bill-sticking, gathorings and 
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demonstrations, had tended in the past to provide the climaxes of student 
unrest. The impact of the student revolt was still fresh in the memory of 
many. New university legislation was being drafted in the city senate, but 
as yet remained mere promise. The semester began with warnings and threats 
of retaliation from both university authorities and students. It began with 
confirmation of student rustications set in motion the previous semester. 
Police were put on the campus from the first day of the semester and trucks 
of them remained there daily for weeks - discreetly placed but nevertheless 
evident. This despite the mounting criticism of the way the police were used 
and behaved in Berlin following the killing of Benno Ohnesorg. 
Several days before the start of the semester the English Department's Inter- 
mediate Exam was held under police protection. A quarter of the candidates - 
mostly members of the Ad Hoc Group - left in protest and there followed an 
exchange of recriminating open letters between the group and the Director of 
the Department. These occurrences, themselves the outcome of factors shown 
in Chapter IV, were the background to the single event which will be used in 
this chapter to illustrate the operation of staff-student relations in time 
of crisis - namely the closure of the English Department in the middle of 
the same semester. By virtue of the breakdown of informal relations and the 
poverty of academic communication in the Department, interaction was predomin- 
antly of another sort - political. To understand it, the political constel- 
lation of the student body needs to be seen, as does the, manner of reaction 
by the staff to student political initiatives. 2 
The failure of student representatives to gain an effootive response from 
the staff to their countless moderate reform proposals over the years, has 
been demonstrated already in Chapter IV. After the breakdown in social contacts 
with the staff as, a whole, efforts to gain support from the staff had failed. 
The resultant frustration led elected student representatives to lose faith 
in formal democratic procedures: relying on student political apathy, they 
had rigged the students elections in the Department the semester before by, 
arranging an each-votes-for-each-other procedure in the Ad Hoc Group, with a 
yes-no option for each candidate, and declaring all, candidates with more 'yes' 
than 'no' votes to be elected. In the summer semester of 1969 they 
, 
did not 
bother to hold elections at all. 
The group had meanwhile continued to produce leaflets, alternatively signing 
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themselves as student representatives or as the Ad Hoc Group, sometimes both - 
according to the impression they wished to make. Despite the Ad Hoc Group's 
exaggerated claims at the start of the semester to have 90 members, its own 
irregular meetings were typically attended at the time solely by a constant 
caucus of only about 15 students. They were in fact already having great 
difficulty in motivating even themselves to attend. In sharp contrast with 
the previous semester, the group produced only one leaflet in the whole first 
seven weeks of semester (i. e. up to the time of the closure), and then only in 
defence of itself against a staff notice accusing it of not cooperating in 
the discussion of the next semester's teaching programme. 
The Ad Hoc Group consisted largely of students of middling seniority who had 
been members of the former elected student representative body in the Depart- 
ment for a number of semesters, and in some cases, years. Its virtual leader 
had in previous semesters been elected the students' main spokesman (Sprecher) 
and had earlier been an inithtor of a short-lived formal debating club. The 
group also contained former elected delegates to staff meetings and the editor 
of the former students' magazine, 'Subjects'. The Ad Hoc Group, therefore, was 
not formed from a new radical intake of students or a new influx from West 
German universities, but was indigenous to the Department. Its J. eader, far 
from seeking refuge in Berlin from West German National Service (as the popular 
stereotype of the student radical would have) had completed his National 
Service. He had come from West Germany, but years previously as a conservative 
liberal, with a record that included participation in a demonstration against 
Willi Brandts from the right. 
Attendance at the Ad Hoc Group's two meetings before the closure of the 
Department revealed that it was isolated from Ad Hoc Groups in other depart- 
ments, and was having great difficulty in securing a following in the Depart- 
ment. The group was to become more radical in its language and claims in the 
next semesters, but at this stage, it stood ambivalently at a crossroads, 
not knowing which way to go. It was still sufficiently conservative to address 
its potential sympathisers with the latin Establishment term 'Kommilitonen' 
and was engaging in lengthy written wrangling with the staff, declaring- 
a, -readiness to discuss with them at any time and place, But at the same time it 
was making accusations and provoking, publicly accusing the Dirootor`of, the 
Department of "constant mischief". and him and his colleagues of. "professorial 
masturbation". The use of such aggressive sexual imagery was a frequent 
3 
5.; + 
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habit, vividly manifesting the group's frustration, but impeding dialogue. 
2. The passivity of the student majority 
The majority of students in the Department remained politically passive. Only 
four hdd put themselves up as candidates for election as student representatives 
in reply to an Ad Hoc Group advertisement at the start of the semester. When 
these were ignored and no election staged, there was no protest from the 
remainder of the students. 
The passivity of students in teaching sessions has already been seen. It can 
be explained by a number of factors. English was widely regarded as a soft 
option at university. As a subject, most students had in any case originally 
been forced to start it. At school it had involved the study of language in 
isolation rather than in a cultural, let alone social or political context. 
There had been more incentive to study it than another foreign language and 
it was seen as less demanding than the stucy of German. In fact the English 
Department lived in the shadow - almost literally - of the large and prestigious 
German Department, which, unlike the English Department, sported an array of 
star professors. Anglistik (incidentally also more than German Studies) led 
in almost all cases to the security, assured status, income and long holidays 
of the school teacher, at the same time to the working conditions of a sworn- 
in civil servant. The subject attracted a high proportion of women, and of 
potentially conformist upwardly mobile self-taught working class and lower 
middle class children (both conceivably prestige-reducing properties of the 
Department). Any resultant self-selection of a politically apathetic population 
prior to entry was reinforced by circumstances within the Department. For the 
Department did not enjoy a high status in the university, and its student 
members were on occasion informed by the. Ad floe Group, by way of a goad, of 
the supposed reputation of Anglisten for passivity, even stupidity. This may 
have backfired and have acted as reinforcement of the belief. The difficulties 
of integration presented by the failure of the Department to attempt realistic 
integrative measures have been shown. 
4 Furthermore, the manner in which the 
students decided on a career probably encouraged a feeling of helplessness 
and an attitude of acceptance, for the choice of secondary school teaching 
became harder to avoid the longer languages had been studied. Added to this 
was an escalation and polarisation between students and staffs whose earlier 
stages had not been experienced by newcomers, so that it was difficult for them 
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to assess the differing accounts from either side. In consequence both tho 
behaviour of staff and Ad Hoc Group would easily appear irrational, and a 
disincentive to institutional commitment. 
3. The reaction of the staff 
If, as will be shown, the Ad Hoc Group could not activate the student body, 
the question arises as to why the staff felt compelled to react to local 
disturbances of courses by a step so drastic as the total closure of the Depart- 
ment. Part of the answer is revealed in the deliberations within the staff 
immediately prior to the closure, and the manner in which the decision to 
close the Department was reached. 
In view of the forceful invasion of the Department in the semester prior to 
the start of the fieldwork, a heightened sensitivity on the part of the staff 
was to be expected, particularly as no steps had been taken to remove the 
causes of discontent that these disruptions reflected. Coinciding with this 
was the occupation of the (rotating) directorship of the Department that 
semester by a professor noted for the frequency with which he called staff 
meetings. This heightened the level of information amongst the staff, but 
what actually occurred at the staff meetings also heightened the staff's 
sense of crisis, while the frequency of staff meetings (weekly) provoked a 
feeling amongst the politically active students, who heard of them from staff 
members, that plotting was going on behind their backs. Thus a measure which 
would normally be considered a healthy component of departmental life (regular 
staff meetings) was so structured (e. g. exclusion of students and of critical 
issues) as to exacerbate existing dysfunctions. 
The series of staff meetings began before the start of the semester. From 
participants' accounts of them, it is clear that in the course of them one 
professor pressed for a series of measures each of which was likely to bring 
the conflict with the politicised students closer to a head: calling in the 
police, giving a public warning to students in the form of a blank declaration 
of solidarity with colleagues holding disrupted courses, and ultimately 
closure itself. Under the instigation of this professor, measures which ap- 
parently found little or-no expressed support within the staff, or even met 
with opposition on first airing, were repeatedly passed by the staff as a whole, 
sometimes with the professor concerned urging that he had assurance of support 
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from the Dean end the Senator for higher Education in Berlin. The official 
version put out to the press was that the English Department had not called 
in the police for the pre-semester Intermediate Exam. In fact, at the staff 
meeting concerned, only one member had originally been in favour of police 
intervention. But after the professor referred to above had spoken sharply in 
favour of it, a delegation was sent to the Dean. The Dean, Sub-Dean and 
Senator thereupon offered police protection, and the professor conoerned 
accepted it. The students were not warned. Part of the explanation for this 
dominance by one professor could be found in the personalities of the four 
professors in the Department. But a more constant pattern was that by which 
Department meetings, on their relatively rare occurrence in the past, had 
usually been held: one professor chaired them, issues were discussed and the 
professor in the chair declared his version of the prevailing opinion, not 
always a close reflection of the opinions that had been expressed. Votes were 
rare, a reflection of the fact that legally the professors were responsible 
for the running of the Department, and of the formalistic, traditionally 
Prussian way this position was understood. 
At the start of the semester, the question of staff members attending student 
assemblies was raised in a staff meeting. One proposal was to call in the 
police prophylactically for these assemblies. Another was that student meetings 
in the library should be banned. The Dean was rung. He declared it was usual 
in other departments for student assemblies to be held in libraries. The 
measure was thereupon dropped (though the English Department had the semester 
before seen this as a reason for calling in the police). The switch from lega- 
lism to precedence when it suited the professors may be compared with their 
refusal elsewhere to meet students' requests that the Department follow pre- 
cedents long since set by other departments (e. g. more liberal procedures for 
appointing tutors and running scholarship exams), countering with the claim 
that other Departments' practices did not interest them -a remark presumably 
more easily made to students than in counter-argument with a Dean. 
The fancifulness of many staff-meeting propositions (e. g. the suggested pro- 
phylactic invitation to the police)^suggested a pre-emptive flight into a 
level of crisis, whose advent was thereby brought nearer. The flight was from 
discussion of the issues underlying the conflict - the nature of Anglistik 
and the way it was pursued. For this - given the manner of staff recruitment 
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and the nature of their qualifications - would appear to have presented a 
more dire threat to the staff than that of a student unrest which had in any 
case been so heavily condemned in advance by the relevant authorities. 
One of-the more fanciful turns in staff deliberations was the use of the 
analogy of non-recognition of the German Democratic Republic to justify non- 
recognition of student representatives in the Department. It illustrates both 
the conservatism of elements in the staff, at the same time a fixation on the 
maintenance of a formalistic position at the expense of understanding. One 
professor - again in a flight into eventuality - revealingly asked what he 
should do if these undemocratically elected student representatives came to 
his consulting hour., "especially if their proposals are sensible". The use of 
student representatives' illegitimate status (their being unelected) in staff 
meetings as an argument for not deliberating with them, was never followed 
by any public explanation that this was the - or a- stumbling block. 
Ten days after the start of the semester, at the second staff meeting of the 
semester, the staff agreed on a resolution giving notice that if individual 
courses were interrupted, the staff, in solidarity with their colleagues, 
"i 
might be forced to close the Department. Despite a lone voice warning the 
danger of such a threat, again there was unanimity. The one professor who had 
strongly urged police intervention at the start of the semester appeared to 
be following a preconsidered course, declaring to his colleagues: 
I warn you against exaggerated hopes. We can't expect wonders. 
We can't hope that the Department will be closed as early as 
two weeks from now. We must start from below. That will make it 
easier for the Dean, especially as our request has the support of 
all our directors, and senior and junior lecturers. 
(Verbatim report by a participant) 
The Dean reacted to the solidarity resolution by urging moderation upon the 
staff. The professor concerned replied by drawing attention to staff unanimity,, 
The Dean advised a notice warning students. The professor urged on the staff 
the importance from a legal point of view, of following this advice. A proposal, 
at a staff meeting, by a more liberal professor that a "Contact Commission",, _ be set up to negotiate with the student representatives was flatly rejected 
by the staff, again on the grounds of the illegitimate status of the student 
representatives, though this had still not been aired with the'students. 
Meanwhile, the Dean had been visited by the Director of the Department to 
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discuss its total closure. The Dean suggested cancellation solely of those 
courses boing disturbed. He was told that while this might be normal in normal 
circumstances, the staff's nerves were at an end (although disruptions were 
at the time on the decline) and it should be all or nothing. Staff unanimity 
was again put forward as an argument. Meanwhile the Dean had been visited by 
the leader of the Ad Hoc Group and had started asking the Department why so 
many students were failing the Intermediate Exam, what truth there was in 
complaints about one professor's teaching5 and why the students wore not mat 
half-way. A staff meeting with the Dean was arranged. 
This was now two weeks before the closure of the Department. The same profes- 
sor described earlier held a preparatory meeting before the Dean arrived. 
Here he reported the closure of another Department and of increasing distur- 
bances elsewhere on the campus. The Senator had, he said, told the Dean ha 
would not take measures against the staff in the event of a closure. The 
professor concerned added: 
"Now we have a unique chance. If we don't take it, it can 
always be held against us later that we didn't use it ... " 
He referred to the declaration of solidarity and added that it should no 
longer be a question of whether the staff wanted to close the Department, they 
had to act. The staff was taken aback. One member described it as a form of 
blackmail, of which further cases were to follow. 
The Dean arrived and said he assumed - in the light of the information he had 
had from one professor - that he how the staff's general opinion, but still 
urged restraint. One of the more conservative teachers reported how, the day 
before, he'd been hit by a paint bomb; he doubted the ability of the police to 
protect courses and warned he was going that afternoon to report to local 
conservative councillors6 on the situation in the university. Ho added: 
"I am against closure just now. But I hope that after Whitsun 
things will get so hot that wo can better justify closure of 
the Department, " 
At a staff meeting after "Jhi. tsun two members including one professor, reported 
disturbance of their courses. There was by now a general mood for olosuro, 
especially when one professor threatened otherwise to resign all his admini- 
strative duties - though such a stop would in fact have boon illegal. The 
staff drafted the letter at Appendix 5. 
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It was now a few days before the closure. A meeting of the staff at the Dean's 
office was arranged and the Dean was put under pressure to close the Depart- 
ment. The Dean demurred, and a compromise solution was reached: students 
would be circularised with a request that they sign a statement disapproving 
the disruption of courses and defamation of the staff by a group of follow- 
students. The action was now under way, and so heotioly that blunders sue- 
ceeded one another: signatures by 250 students were stipulated the necessary 
condition for reopening the Department; the ballot was not anonymous and 
signatures had to be sent to the Department. Belatedly staff members realized 
that courses were now being disturbed less than before. Some professors and 
staff members revealed that they had not signed the staff solidarity letter 
with a clear conscience. Some claimed that their signatures had been misused - 
as course disturbances had since been on the decline. Attempts were made to 
mop up some of the spilt milk. The 250 hurdle was lowered and the evaluation 
of the ballot was delegated to the FU Statistics Bureau. 
do, 
A number of patterns emerge in this and other behaviour by the staff, in the 
events leading up to the closure: 
1. The domination of staff conferences by one professor 
using a variety of means. 
2. A lack of information amongst staff as to what was going on 
in the teaching courses and elsewhere in the Department. 
3. The inability to make a tabula rasa in relations with students 
or even to talk with them, instead competing with them in a 
battle of jargon and polemic. 
I. A formalistic/legalistic style of thought, which apparently 
blinded to pragmatic possibilities and thereby brought with 
it political ineptitude. 
Ultimately, of the 401 students circularized only 116 signed the statement. 
A staff meeting was called. The professor who had been influential in these 
events argued that to reopen the Department would expose the staff as "paper 
tigers". He reasserted the unique situation of having the approval of both 
Dean and Senator for keeping the Department closed. More acrimony. Somo staff 
whose contracts were due to expire, were anxious that a closure of the Depart- 
went could prevent their renewal. A vote was taken; only three of the staff 
voted for continued closure. The Department was reopened. 
l+. The behaviour of the student radical minority 
The closure of the Department came as a surprise for the students: the 1d. Iloo 
Group was holding a meeting the very evening the staff circular was in the 
post. There was no awareness of its impending arrival. That"it was sent on a 
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Saturday - when the university was closed for the weekend - was seen as a 
tactical move by the staff to prevent instantaneous organisation of student 
counter-action. The Ad Hoc Group was confronted by the difficulty of reaching 
students quickly; they had no list of addresses and the staff refused to 
provide them. On the Monday, one of the group's members stole these addresses 
from the Department Office, while the Department's chief secretary was 
delayed by others in a toilet. The group called a student assembly for the 
Wednesday. 
The closure of the Department had predictably caused indignation amongst large 
numbers of students. Students critical of the staff were propelled towards 
support of the Ad. Hoe Group, while the more conservative students, generally 
more keen to complete their studies, were offended at the closure of the 
Department library. To explain why the Ad Hoc Group could not, as the only 
organised political group and the sole heir of the students' elected repre- 
sentative body, make use of this situation to weld a broadly based student 
pressure group for reform in the Department, becomes the next question. 
The political apathy of the bulk of the students has already been explained. 
So, too, has the difficulty of the Ad Hoc Group in circularising students 
scattered in lodgings sometimes up to an hour's travel away. Many students 
did not come to the Department every day, and the chaos of the notice boards 
meant that these were not avidly read. Nor was there any place for students 
to meet. These factors alone meant that the Ad Hoc Group could not easily 
organise any protest for several days. By this time the initial anger had de- 
creased; some students had signed out of fear of otherwise jeopardizing their 
studies and exam results, others were not bothering to come into the Department, 
instead awaited reports of developments in the press. But here, as throughout 
the period of the fieldwork, the press merely recorded the more dramatic 
disturbances of courses, openings and closings of the Department, and showed 
little concern with the cause of these. 
At the ensuing student assembly a resolution calling for the immediate opening 
of the Department and a whole series of reform measures was passed unanimously 
by approximately 130 students. Admittedly the Ad. Hoc Group had acquired a 
substantial vote, but if students were estranged by the authoritarian behaviour 
and pedagogic incompetence of some of the staff they were also estranged by the 
manner, language, in-group behaviour and even appearance of the Ad Hoc Group at 
this meeting, as indeed on other oaonsions. 
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At-this particular meeting, for example., the Aä Hoc Group sat in 
the centre of the front row of a 500 seat room, its male members distinct in 
the length of their hair and casualness of their clothes, exehanCing loud 
banter on Christian name terms, heckling dissident speakers and discussing, 
amongst other things, whether they should. "dirty their fingers by throwing out 
the few staff members present. " 
Revelations at this assembly about the academic and pedagogic inadequacies 
of one professor's main seminars shocked even the few staff members present. 
It was against the background of this meeting, the poor response to the 
staff circular and the open letters of protest by individual students that the 
staff voted-to reopen the Department. 
The Ad Hoc Group., however, made no further efforts that semester to achieve 
the measures called for in the resolution and organised not one further student 
assembly. It was having difficulty in getting more than 10-15 members to its 
meetings and talked of being at an all-time low. Over the next year it not 
only largely retreated from the institutional scene, "undergrouricl", - which 
meant meeting in private - but split nominally into two groups,, in reality 
into more. 
Causes of this political inefficacy were apparent in the composition of the 
Ad Hoc Group and in their behaviour at their internal meetings. They were of 
the following types: 
1. Institutional: in the structure of the Department 
2. Pre-institutional: primarily in the main feeder institution, the school 
3. Extra-institutional: from the campus at large 
4. Cultural: located in both school, Department and campus, 
and of a wider cultural origin. 
Amongst institutional causes was the fact that most of the active Ad Hoo Group 
were from middle or advanced semesters, so that they were torn between their 
Ad Hoc activities and the need to sit Intermediate or Final. Exams. As these 
exams involved a personal examiner-examinee relationship, there was all the 
more inducement to unobtrusive conformity, i. e. abstention from politics 
directed against the staff. 
In addition, the repeated failure of student representatives to secure 
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concessions from the staff had produced frustration, resignation and self-pity, 
Motivation, even amongst regular attenders of the Ad Hoc meetings, was con- 
sequently not high. It frequently led to a search for simplistioly quick 
solutions - the search for "the" lever with which to change the Department, 
or idolatory of a fashionable ideologist (in turn Hofmann, Mareuse, Marx, 
Mao), or a relapse into unreflected Jargon. Insecurity, presumably heightened 
by awareness that they were not obtaining an appropriate preparation for their 
future career, was apparent in the fear of admitting to each other that they 
had read fewer chapters of 'Das Kapital' or attended fewer political seminars 
than they thought others in the group had. The failure of the Department to 
provide a cohesive social ambiance or social facilities, together with the 
changing political orientation of Ad Hoc Group members, suggests a number 
were attempting to find friends or company in this, the only student group 
publicly knovm to meet regularly, indeed at all. 
Pre-institutional factors from members' school education were evident in the 
difficulty they had in taking autonomous action. They would find it difficult 
to organise constructive discussion in a single small meeting, let alone a 
political group. They, like their staff models, had apparently not practised 
the art of expressing themselves briefly, of planning a meeting. to lasten 
appropriate duration., of following rules of debate, of formulating a motion 
and putting it at a suitable moment, let alone to decide on a course of action. 
To agree on a discussion leader or speaker's time-limit were simply dismissed 
as "authoritarian" steps. The Ad Hoc Group meeting on the eve of the closure 
of the Department started 50 minutes late, lasted two and a half hours (some 
lasted five) and brolo up after circular avoidance of the ostensible subject 
of discussion. 
Extra. -institutional campus influences were evident in the changing nomenclature 
and language of the Ad Hoc Group, the movement into larger, brighter an& more 
aggressive wall slogans, resort. to paint bombs and the creation by the Rod 
Cell8 of so-called political "schooling groups" to study currently fashionable 
ideological works. The element of f shion in their motivation perhaps accounted 
for the general failure of Ad Hoc Group members to read even the short texts 
they set themselves as a basis for group discussions, 
A further cause of the group's institutional inefficacy was the imminence of 
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a new University haw which amongst other things disbanded the central univer- 
sity student union but gave students participatory rights in Departmental 
policy making. 
9 The hiatus pending its enactment lasted more than a year, 
which for a long time had an additional debilitating effect on student politi- 
cal initiatives at campus and Department level. The Ad Hoc Group members did 
not prepare themselves for the advent of the new law, dismissing it as merely 
a "technocratic" change. The ignorance in their meetings of even the broad 
provisions of the new law (although it had had ample press coverage and a 
copy had been sent to each student) betrayed a lack of political intent, and 
suggested the group's activities had become more a social ritual than a 
serious attempt at institutional change. 
Cultural factors were clearly involved, too. A passion for completeness - the 
stereotype commonly seen as German thoroughness - has already been evident 
elsewhere in the research, for example in the length of the 'Besinnungsaufsatzl, 
the orientation of the philology syllabus towards total coverage of a field 
of knowledge, the reluctance to curtail academic meetings and in the finality 
of a claimed "Wissenschaftlichkeit". It was evident, too, in the thinking and 
behaviour of the Ad Hoc Group: the search for a final analysis of society 
which would show them "their" pattern of action, and the openly expressed un- 
willingness to terminate a meeting until every conceivable aspect had been 
'thoroughly discussed". 
This completeness urge implied a preference for endless - and excessively 
serious - elaboration of a single point of view rather than a departure from 
it where counter-arguments were offered. The phenomenon was evident in the 
staff's teaching; it is still common for a German university lecturer to talk 
of "my method". The traditional divide between empirical and thoorotical 
science in Germany is but one manifestation of the same phenomenon. Similarly 
obstinate adherence to a given approach to a problem continually resulted in 
animosity and splits inside the Ad Hoc Group: between self-styled theorists 
and activists - between one fraction concerned with organisation of their 
group and another stubbornly defending a laissez-faire approach and a hippie 
life-style with communal living and. drug-taking. The resultant reduction of 
issues to. black-and-whito alternatives ("total revolution" versus "pointless 
fooling around", "political schooling" versus throwing of paint-bombs ©to. ) 
produced simplistic conclusions (all talk of self-discipline became "bourgeois"), 
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simplistic language (the staff became the "ruling elite", and a wide sea). a of 
situations or possibilities, as soon as they were seen to have disadvantagos, 
would be dismissed as "shit" - sometimes "liberal shit") and ambivalence 
("should we ally with the liberals or attack them? "). If the group could not 
make compromises and reach agreement within itself, it was inevitably not in 
a position to do so with a wider public in the Department, whether staff or 
student. Indeed its simplistic - and in consequence extremist - thinking 
estranged both of these, even when it propagated substantive issues. 
The resultant helplessness - apart from reinforcing the dysfunctional behaviour 
patterns just described - meant that the group frequently adopted a semi- 
religious Waiting-for-Godot type of stance ("Where do we get our revolutionary 
consciousness. from? ", a soul searching "What's our position with regard to 
the Revolution? " and "Why doesn't the revolutionary spark catch on? "). As 
with other messianic groups, motivation was sustained by repeated claims that 
the next group meeting was the crucial one. 
10 Idolatry was not far removed - 
whether of a current ideologist or, in its more secular form, reliance on 
individual student leaders in the Department. Significantly one student leader 
held the sole file of all the Ad Hoc Group's dealings with the staff, shouldered, 
most of the organisational work and still launched most of the initiatives 
towards the staff. Splits in the Ad Hoc Group invariably centred round one 
strong personality leading a faction off. 
Much of what has been said is illustrated by the following excerpt from an 
internal Ad Hoc Group meeting.: 
Student A: Do you think wetve made one bit of progress in the 
last one and a half hours? 
Student B: We've made none in the last four. 
(Some agree$ some disagree) 
Well, I'm afraid I've lost interest. 
(The discussion, which is ostensibly on how to 
better organise the group,, wanders to the difficulty 
of being a teacher in a "highly capitalist country". 
There is some marginal laughter, its cause unclear. ) 
Student C: (Who had been speaking, piqued) What are you 
laughing about there? 
Student (In aloud voice) Let's form a public relations 
Leader: group. Who'll volunteer? (Some raise a hand; he 
notes their names) 
m 
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Student D. Those Are Stalinist mothods. 
Student (Frivolously) They're the most sensible. Leader: 
Student E: I have the impression you're all deciding this 
in an authoritarian manner, because you have a 
subject with a thousand aspects to it and are 
dealing with it in four hours, simply because you 
want to get home. 
ý. Student politicisation in the Department 
The following summer, towards the close of the fieldwork, a survey was made 
of politically active students in the Department to try to discover from 
which populations in the Department these came and how they had become active. 
By the nature of the political groupings in the Department,, the sample inevi- 
tably contained predominantly left-wing respondents, though the high response 
rate from the one centre-right group which had meanwhile formed in the Depart- 
ment for the 1970 university elections allowed differentiation between left- 
wing and conservative politicisation. 
The growth of political interest claimed by the students in the survey (T14/1), 
was similar to that claimed by the sample of sophomores (T5/83). In both the 
sophomore and politicisation samples there had been, since the respondents' 
pre-university period, a move from moderate or little interest in politics 
to a position of much interest. The students in the politicisation sample, 
though, had on the whole, started with the greater interest in politics and 
ended up with the greater interest of the two samples. There was a professed 
move to the left in both samples (Tl4/2, T5/84), but the move was greater in 
the politicisation sample and started from a position further left. 
A number of factors were found to be related with the readinoss of students 
in the Department to be politically active at university. 
1. Pre-university experience. Though there was little sign of difference 
from other students in the extent to which politicised students had 
taken part in their school eoadininistration scheme (T3.4/13.. 14j, T1/18) 
T15/8), let alone participated in political, demonstrations (T11+/19), 
they would appear to have been more -°"aotive in extra-curricular 
group activities in the school (T14/14, T1/22) and more often members 
of clubs and associations outside it (T14/15, TI/116). In other words, 
the indications are that a high level of social rather than political 
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activity characterized entrants who were to become politically 
active students. Nor did events before the university suggest an 
early ideological fixation: of the three main loft-wing student 
leaders one had originally demonstrated, if not for the CDU, against 
Brandt and another spent his first six months at university in a 
right wing 'Korporation'. 
2. Type of school. The thesis put forward with regard to the entrants 
that the type of grammar school attended affected political orienta- 
tion was borne out here: of seven right wing politicized students, 
four (57/"ö) came from classical grammar schools whiles of twenty left- 
wing politicized students only three (15%) did. 
3. Sex. }ale students were over-represented amongst the politically 
active, whether left or right (69111 as against 52% in the Department 
as a whole). Of the five main student leaders, left or right, all 
were male. 
4,. Social class. A strict measure of social class was not obtainable 
from the questionnaire used, but it provided data on parents' level 
of formal education - probably the best single indicator of any in 
the surveys. It showed that the politicised students - whether from 
the right or left - had parents with a distinctly higher level of 
formal education than was the case for students in the Department as 
a whole. Whereas in the Department as a whole 125 of the students had 
fathers who had had a university education (TO/9), in the politicisa- 
tion survey the figure was 35; ö. Of these at least a third of the 
fathers had their doctorate. Werner Hofmann's disparaging label for 
student radicals as "Buergersoehnchen", and research in other countries 
showing the privileged social provenance of student activists, were 
thus found to apply here too. Not that politicisation was a reaction 
against political apathy in parents: their level of political interest 
was judged to be high (T111/7). Most commonly their political position 
was put at centre, though the remainder tended heavily to the eonser- 
vative end of the scale (T14/8). 
5. Relationship with Xarents was usually described as good (T14/9). 
In a minority of cases, though, left-wing students claimed conflict 
with authoritarian parents had fostered their own political stance. 
In fact with two of the three main left-wing leaders this was the 
case. One of these reported how members of the Group were known to 
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have their hair cut short at the end of the semester, and others to 
duck low when television cameras appeared at demonstrations, so that 
they should not be seen by their parents in West G-ermany. Amicable 
relations with parents may have been facilitated by the strikingly 
high proportion who lived away from their parents in rented rooms 
(T14/26 of. T15/llo). 
6. Religion. 57; a' of the liberal right still professed to a religious 
belief, as against not one of the left. 29% of the right were catholics, 
as against only l of the left. 
7. Geographical domicile. Whereas 57%76 of the active liberal and right- 
wing students sampled were refugees from East Germany, only 5"0 of 
the left-wing were. 86% of the right-wing were Berliners, as against 
only 4e of the left. A considerable proportion of the left-wing 
students who had come to Berlin had done so at least partly for poli- 
tical reasons. In two cases (16%) among the left-wing male students, 
avoidance of West German National Service was a motive. Of the three 
main left-wing student leaders, one was a National Service evader. 
The other two had completed their National Service: one claimed it 
had afforded practice as a barrack-room lawyer, for the other (in the 
Border Police) it had provoked disgust at the paramilitary potential 
of the police. 
8, 
_Extra-universitypolitical events. 
A substantial proportion, particu- 
larly of the left-ring students, claimed to have been influenced by 
external events such as the Vietnam war and demonstrations, the 
formation of the Grand Coalition in Bonn in 1968, the Emergency Laws 
debate of the same year, the consolidation of the Springer press, 
the Paris students' revolt, Benno Ohnesorgs death and the assassina- 
tion attempt on Rudi Dutschke. 
9.1n-university polit3. eal events. The most common catalyst for student 
politicisation though, for both right and left, had been events inside 
the university, particularly within the English Department. Every one 
of the left-wing students and over half the liberal%right. olaimoä 
their experience within the English Department had been important for 
the development of their political views, whereby there was unanimity 
that the staff had either not attempted to influence their political 
views or had failed to do so (T1l}/19). The experiences in the English 
Department that had influenced them difforod, 'botween left and right- 
wing students. 
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From the left: 
(Which of your experiences, if any, in the English Dopartmont 
have had a political influence on you? ) 
The reaction of the staff to justified demands that students 
had put forward in a democratic manner. 
(r 14/1) 
1. The experience that 'team work' and talk of a big 
family of Anglisten etc. (sugrested by the Christmas 
parties, dances and football that used to take place) 
was a cover for dictatorship. 
2. That these professors, when faced with critical questions 
or challenged, were hiding their incompetence by 
authoritarian and sometimes cynical behaviour. They 
observed democratic rules only so long as those were 
in their interests. 
" 3. That it is an illusion to try to introduce democratic 
procedures when vested interests are at stake. I myself 
tried for a long time (in good faith) to achieve changes 
by democratic means. Today I am merely angry that I 
could have been so naive. 
Our conclusion: if necessary, undemocratic means should be used, 
otherwise nothing will over change. 
(r 14/23) 
This last student had been a former elected main student spokesman and chief 
student tutor in the Department. He claimed to have been made critical of 
the English Studies pursued in the Department after a year spent at Yale. 
And from the right, in reply to the same question: 
The prevention of academic work by communist agitation. 
The same student accused the SPD of communist subversion] 
(r 14/31) 
A minority of the liberal/right, though, also referred in this context to the 
incompetence of the staff. 
All the left-wing students expressed themselves to be dissatisfied with the 
course provided by the Department, as against only half the right-wing students. 
The majority of both left and right agreed the staff hach attempted to exert 
a political influence; half the left-wing students had reacted against such 
influence in arriving at their own views, while nom of the right had done so. 
By neither right nor left was a political influence by the staff seen as having 
worked in the direction intended, a third had noticed no such influence. 
As would be expected, the'politioised students endorsed a wider gamut of 
in-university political measures than other samples (T]i/3, T5/89, T15/100). 
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Noteworthy is their retained approval - however cynical the motives of a 
minority - of discussion with the staff of the Department. They were also 
the only respondents to give predominantly social commitment as their main 
study goal (T14/22, T5/95, T16/46), though they, like respondents in the 
other surveys, also gave high priority to vocational training. The left fre- 
quently described their political views in utopian or expletive terms, the 
right asserting hostility to Marxism and, instead, support of "t'issenschaft- 
lichkeit". 
An important question is to what extent the activities of these students re- 
flected a deep and lasting growth of political involvement. The student revolt 
of 1967 gained much publicity, but there has - to the author's knowledge -, 
been no research into the subsequent careers of its participants, to answer 
this question. 
11 Yet the student revolt is often cited as a turning point in 
post-war German history towards political maturity. 
There is considerable reason to doubt whether the behaviour and experience of 
students in this Department can be seen as giving them a foundation for active 
participatory democracy. The thought that their radicalism may have been pre- 
dominantly verbal radicalism and their participation prompted by fashion and 
gregariousness was not absent from student leaflets themselves. The gulf 
between professed (public) and actual (private) values was frequently apparent 
in the Ad Hoc Group - whether in the student leader who would not enter a 
commune out of attachment to his stereo or the admitted lack of motivation 
and self-discipline in the self-denigratory aphorism of an Ad Hoc Group member 
arriving late for a meeting, that on 'the" day he would doubtless get out of 
bed too late and miss the Revolution. 
The fact that motivation for political activityýso predominantly from the 
immediate institutional environment and, amongst the left, from social contacts, 
rather than a wider social perspective or from reading; of political literature 
(despite the publicly professed primacy of this) may have indicated a shallow- 
ness of commitment. The experience of these - predominantly left-wing - students 
in the Department (the lack of results from years of effort to produce 
institutional change and the powerfully supported stone-walling of established 
authorities) had provoked an extremism and. militancy which, by being counter- 
productive, left cynicism as to the possibility of a liberal democracy, or 
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indeed of any political action. One left-wing student leader gradually opted 
out of political involvement even within the Department, into drug-taking 
and subsequently a catholic black-and-white wedding with reportedly 200 guests. 
The two others opted for graduate work in Anglistik rather than tho aonfronta- 
tion of the school classroom. Yet one of them admitted: 
The university kills initiative, favouring the conforming 
specialist. The younger generation wants to take on responsibility, 
but is continually frustrated in this, and kept excessively long 
in an infantile tutelage. As a 20-25 year old outside the university 
he would already be shouldering real responsibility at his work and 
in his family. 
(r )ih/26) 
The strength of orientation to a leader in the student political groupings 
in the Department, both in the groups' structure and their idolatry of ideo- 
logists and texts, may in fact have served authoritarian/submissive needs 
which overtly their participants despised. 
Certainly school teachers entering Berlin and West German schools with radical 
political goals such as the following, would face a testing crisis in a situa- 
tion where they had far less room for ideological manoeuvre than at university: 
(How would you describe your political aims? ) 
Support of the proletariat in the class struggle to destroy 
the bourgeoisie and erect a communist society. 
(r 14/30) 
Macht den Unternehmern Dampf: Klassenkampf: 12 
(r1/5) 
It is also difficult to see how they would adapt their experience of writing 
massive wall slogans and indulging in faecal and sexual abuse to their 
professional situation. Rather, in the crisis of entering professions into 
which they had by and large been involuntarily channelled'and for which they 
laiew themselves to be ill-prepared, the easier route of an unnecessarily 
large swerve to conformity was probably a more realistic prediction. 
6. Conclusion 
The picture is completed: the political apathy of the majority of the students 
was fed by the alienating extremism_of the political minority and the apparent 
impenatribility of the established staff hierarchy. The active minority are 
frustrated by their inability to mobilise their peers or to obtain results 
from the staff. The staff, confronted by this weak and disarrayed opposition, 
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vrhlle failing to influence students towards responsible citizensl-Lip, succeed 
in estranging the bulk of the student body. The third parties turned to by 
students and staff - i. e. the Dean and the Senator - have both publicly 
committed themselves a priori to the maintenance of peace on the campus pending 
introduction of new legislation and, given the legal and traditional autonomy 
of the university department, fail to set up the independent fact-finding 
commission that, for lack of any ongoing institutional research, could have 
given them the information needed for successful arbitration. 
' 'Totes to Chapter XI 
By the local senator responsible for university education in Berlin: 
Senator fuer Wissenschaft und Kunst des Landes Berlin, "Wie heiss wird 
der Sommer an der Universitaet? " postal circular, Berlin, 23 April 1969; 
by the Dean of the Philosophical Faculty: O. v. Simson, 'Um die Zukunft 
der FU. Gefahren fuer die Philosophische Fak-ultaet', in Der Tagesmief 0l., 
No. 7183,27 April 1969; by a senior member of the English Department: 
M. Scheler, 'Gefaehrlicher Sommer fucr the Freie Universitaet', in Die 
Welt, 23 April 1969, p. 15; and by various student political groups. 
2A 
number of the phenomena dealt with in this chapter have close parallels 
in reports by American commissions on student unrest and in studies of 
conflict in institutions of higher education in Britain, for example: 
Students and Staff of Hornsey College of Art, The Hornsey Affair, 
Harmondsworth, 1969, and T. Blackstone, Students in Conflict, London, 1970. 
For a cross-cultural comparison of conflict in the university see 
M. S. Archer, Students, University and Soci_., ety, London, 1972. 
3 At a student assembly of 25 April 1969. 
In Chapter VI. 
These culminated in the student representatives in the Department 
submitting an official complaint (Dienstaufsichtsbeschwerde) against 
the professor concerned to the Senator with a request for an investigation. 
The complaint was rejected. 
6 
I. e. Christian Democrat members of the Berlin 'Abgeordnetenhaus'. 
7 The explanation that follows is directed at the particular circumstances 
of the English Department and its context. There are of course more 
universal reasons for the volatility (and rhetoric) of student groupings. 
There is a treatment of the subject in P. Bourdiou and J. C. Passeron, 
Los Heritiers, Priris, 1961. 
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In the winter semester of 1969/70 the greater part of the 1! d Hoc Group 
followed a campus trend and restyled itself the 'Red. Coil Anglistik'. 
9 The Universitaetsgesetz referred to in Chapter T. The student union 
(the 'Allgemeine Studentenausschuss') was an umbrella organisation 
for official and semi-official student activities on the campus, for 
which it received dues and subsidies. 
10 A classic study of this is Festinger and Katz, When Prophecy Pails. 
11 A recent journalistic article tracing the subsequent careers of former 
student leaders adds support to the thesis expressed in the ensuing 
paragraphs: N. Naumann, Katzenjammer und Karrieren', Zeitmagazin, N. o. 16 
13 April 1973. 
12 Translated: "Make the bosses sore; Class war: " 
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THE ' STAATSEXAMEN' 
The most common final examination in the Department was the First 5taatsexa- 
men'. 
l It differs from those in arts faculties in British universities in 
that it is a Civil Service entrance examination conducted by a state examina- 
tion board, and intended solely as a preliminary examination qualifying 
candidates for teaching practice in secondary schools. The examination 
regulations are determined by state legislation and specify in detail eligibi- 
lity, enrolment, composition of the examination board, nature of the papers 
and orals, a framework syllabus and the marking scale (though again with no 
specification of criteria, let alone their operationalisation). 
While nominally a civil service examination, the 'Staatsexamen' was - in both 
the students' preparation and the conduct of the actual examination - in fact 
primarily a university exam. And to make university examination regulations 
in detail dependent on political legislation is problematic. Firstly, the 
framing of examination regulations needs to be based on academic and pedagogic 
expertise. If these are not always adequately represented in the university, 
what likelihood is there of them coming from politicians and career civil 
servants? Secondly, examination regulations, while needing to be constant 
enough to allow long-term course-planning, need to be flexible enough to allow 
academic innovation. The machinery of public legislation is, howover, cumber- 
some, and its timing uncertain. In practice, the 'Staatsexamen' rogulations, 
which gave detailed specifications of the examination requirements in each 
academic subject, had been passed as merely "provisonal" legislation as long 
ago as 1959, but were still in operation, with only minor amendments, at the 
time of the research, a decade later. Thirdly, given the assumption of 
responsibility by the State for the content and conduct of the main terminal 
exam for undergraduate courses$ can it efficiently ensure the pursual of its 
regulations in the examination process without participation in - or at least 
day-to-day observation of - the teaching whose effectiveness is boin oxaminod? 
In terms of the English Department, the 'Staatsexamen' was the Department's 
main moans of accountability to the outside world, in particular to the State 
and to the teaching profession. So apart from asking how far it mot motivational, 
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feed-back and flow-control functions, there was the question as to how far 
the examiners and examinees in the Department were presenting the outside 
world an accurate picture of their work in the Department and how uppropriato 
this work was to outside needs. What other - latent - functions did the 
examination have? 
1. The structure of the 'Staatsexamen' 
The 'Staatsexamen' regulations required the candidate to take two major groups 
of exams, one set on philosophy and pedagogics (the 'Ph losiphicum'), the 
other on the candidates chosen academic subjects. The 'Philosophicum' consisted 
mainly of a one hour oral in philosophy and pedagogics, and could be taken 
any time after six semesters. The main part of the exam - in our case in 
Anglistik plus one other discipline - could be taken any time after eight 
semesters, of which the last two had to be in Berlin. The candidate had to 
have completed two sets of four weeks' teaching observation in schools in the 
course of his studies. For the exam itself he had to write a thesis (Hausarbeit) 
within a period of four months, a three hour language - mostly translation - 
paper, a three hour English essay on a literary or cultural subject and take 
a one hour oral examination, half of it in English. Requirements for the 
second academic subject were similar, though the finals thesis had to be 
written only in the candidates' main subject. 
In the course of his studies the candidate had to complete a main seminar in 
philology and one in literature in order to be eligible. He could choose the 
professors he wished as examiners and did so from professors whose main seminars 
he had attended. These would then be invited. by the State Examination Board. 
to mark his written papers and take part in his oral examination. The oral 
examination was presided over by a member of the State Examination Board, which 
also had to appoint a practising school teacher as a further examiner for this 
part of the exam. 
2 
A five-point marking scale was prescribed, the upper . points of which counted 
as passes, but there was no operationalisation or detailed specification as 
to how these marks should be arrived at. The same five point scale is used 
throughout secondary schools - there-equally unoperationalised -a factor of 
obvious psychological significance. 
ý. The 'Philosothicum' ana the school teach1np practice 
The survival of an examination whose very titlo betrays a philosophical 
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orientation to pedagogics is part of the German universities' Humboldtian and 
pre-Humboldtian heritage. When tempered by the official requirements of the 
'Philosophicum' (see Appendix 12) which called for basic psychological and 
sociological knowledge and a month's teaching "praeticum", the 'Staatsexamen' 
would not seem indefensible. 
In effect, though, the 'Philosophicum' was not taken particularly seriously 
by students. Firstly, by being taken generally before the rest of the 'Staat- 
sexamen' it assumed the less awesome status of an intermediate exam. Secondly, 
the few courses that had to be taken for it were taught in a service capacity 
by the Departments of Philosophy and Education, which gave the examination a 
marginal status to both candidates and examiners. Thirdly, there was no 
interdisciplinary fusion with the Anglistik course. Fourthly, the size of the 
examination -a one hour oral - was small beside that of a candidate's main 
subject or even the Intermediate Exam. Fifthly, it was knovm amongst students 
that knowledge of psychology and sociology were scarcely required and that in 
both philosophy and pedagogics it was possible to keep to one or two standard 
subjects - in the förmer, for example, Hobbes or Locke, in the latter "the 
comprehensive school". Informed choice of an examiner, himself often influenced, 
by all these circumstances not to take the exam too seriously, was reputed 
often to facilitate passing. It will be noted that preparation did not include 
courses in the psychology or sociology departments, and the examination did 
not, despite the formal regulations, involve a. basic knowledge of the social 
sciences. 
The 'Philosophicum' was most commonly completed in the ninth to eleventh 
semester, well beyond the minimum period of six semesters proscribed in the 
regulations for the exam (T15/86). with scarcely any exception, candidates 
considered both the philosophy and the pedagogics section of the 'Philosophicum' 
to be of no more than moderate use, and half thought it to be of very little 
or no use (T15/87). Almost half the candidates saw a moderate degree of sense 
in the official teaching practice in its present form, while a third saw 
little sense in it (T15/89). 
The effect. of the school practice was in only two fifths of the cases to 
strengthen respondents' motivation to teach (T15/88). As genorally this 
"practice" was merely observation of the daily classroom routine, it is likely 
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-- that any strengthening of motivation was frequently from dissatisfaction with 
the secondary school landscape to which they had - be it briefly - returned, 
rather than by confirmation of the candidates' inclination or ability for the 
work. In nearly a third of the cases, the experience unsettled occupational 
goals, while with another third it had no effect on these. For the third 
whose goals had been unsettled, the school visit, which could be undertaken 
as late as the fifth semester, probably came too late to allow the most obvious 
course of action -a change of subject or intended career. Brief and. almost 
unprepared observation was clearly in any case no adequate testing ground 
for malting conceptual and experiential links between specialist subject and 
pedagogics. It may though have provided an unconscious alibi for the staff of 
the English Department for not providing pedagogic relevance to their courses. 
ý, The . 
Anglistik course as preparation for the 'Staatsexamens 
In Chapter X the experience of 'Staatsexamen' candidates was used to throw 
light on the quality of teaching and the use of resources in the Department. 
Here further data collected from the candidates will be used to examine the 
course as preparation for the exam itself. 
It is clear from the findings on the candidates' pre-university experience 
(T15/1-10) that they had come to university some under much more favourable 
circumstances than others. There were great differences in the number of years 
candidates had studied English at school (T15/1), and in the quality of 
English instruction candidates thought they had received (T15/3s4. ). Over the 
total period before and during their university studies, respondents' oppor- 
tunities to visit English-speaking countries and to speak with native English 
speakers also varied greatly. While one candidate had never been to an 
English-speaking country, another had enjoyed the opportunity for a total of 
six years. While one student currently knew five or more native English speakers 
in Berlin with whom he often spoke English, 16 know none (T15/16-18). 
Although the examiners had access to the thunbnail autobiographies of oandi- 
dates these were required to write for the ©xam, there was no clarification 
as to whether the differing circumstances of candidatos wore to be allowed 
for - nor how - in the marking. For example, should thecceninors apply the 
same standards to a student who had studied for eight somesters as`to ono 
who had studied for twenty? And what of a candidate with wealthy parents who 
ýß 
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had financed a year's study in England? If there were not to be compensatory 
university education, should there be compensatory marking? Observation 
suggested in practice a haphazard combination of ostensibly uniform marking 
with notional gestures to a compensatory approach. 
Two main seminars - one in literature and. one in philology - had to be taken 
for eligibility for the exam. In fact half the candidates had attended from 
three to five (T15/41). This inevitably entailed a longer period of study than 
officially necessary. It took one student only five semesters to reach his 
first main seminar, while another needed seventeen to reach his second (T15/42). 
Reasons for attending more than the two main seminars included the exhortations 
by at least one professor to do so, the inability of another to complete his 
programme within the one main seminar, the desire to get to know a professor 
better and the reportedly wrong belief that an improved main seminar 
mark increased chances of success in the 'Staatsexamen'. 
Between them, these 26 candidates had written 1+3 main seminar papers. In 7C 
of the cases the professor had chosen the topic, in 19% both student and 
professor together had done so, and in 11ö of the cases the student himself 
had done so (T15/41i. ). The same table shows that while, with all professors, 
the most frequent case was for the professor alone to decide, there were 
considerable differences in the practice of the various professors. 
Unlike the sophomores, two thirds of the female candidates had experienced 
particular difficulties at the university because of their sex (T15/48, T5/66): 
The university is male-oriented. As a woman you're made to 
feel stupid because you're frightened of joining in discussions, 
which are dominated by the men. What's more, male students 
still tend to put women students into two piddeon holes: 
a) pretty, stupid, but marriable, 
b) bluestockLnü. 
If you consider the first preferable, you easily resign 
academically and try at least to be "sociable". 
(r 15/a) 
1. Circumstances and attitudes of candidates 
Some further circumstances and attitudes of the candidates help understand 
how they confronted the exam. As with the freshmen sample, it would appear 
that 'Staatsexamen' candidates' decision to study AnClistik had boon taken 
most frequently in the sixth form, but one in three had decided only after 
A 
,__ ýý'}' 
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leaving school (T15/12). At the time of asking, four fifths of the candidates 
claimed to have a clear idea as to their purpose in studying the subject; 
the remaining fifth said they did not (T15/28). Views were fairly evenly 
scattered as to the extent to which the Anglistik course met respondents' 
pre-university expectations (T15/91). Three fifths said they would, if recom- 
mencing their studies, choose Anglistik again, while two fifths said they 
would either choose another subject or - in two cases - not study at all (`1'15/ 
92). All save one were intending teachers, and of these, four fifths professed 
this was out of special interest in the work, while one in five admitted that 
they had chosen to teach because, as Anglistik students, they saw virtually 
no alternative (T15/14). Of the 26 respondents, one was a doctoral candidate, 
and a further 11 wanted to be after their exam (T15/85). 
Nearly two thirds of the candidates were on a grant; half were financing their 
studies by current earnings, while slightly fewer received support from their 
parents (T15/1011. ). Gross data on monthly incomes is given at T15/105. Throe 
fifths of the respondents had sufficient funds to see them through their 
studies, but four - more than one in seven - were facing the 'Staatsexamen' 
knowing that they would have to earn during it to finance their way through 
(T15/106). Half the sample had been earning during the summer term just com- 
pleted, and half had been earning in the vacation during which the questionnaire 
was sent (T15/107). Half claimed private or financial circumstances were 
interfering with their preparation for the exam (T15/83). 
The data on candidates' past and present political activity suggests a moderate 
degree of communal involvement. During their stay at university six out of 
every seven had never been members of any association or organisation either 
in or outside the university (T15/99,103). A quarter had., been to most student 
assemblies in the Department; a quarter had been to about half; half had been 
to less than this and one had been to none (T15/97). On the other hand two 
fifths had at some time stood for a post as student representative (T15/98). 
They showed more disapproval of in-university political-measures than was the 
case amongst either entrants or sophomores - voluntary strikes. proving the 
main point of difference (T15/100, T1/6, T5/89). Nearly all the 'Staatsexamen' 
candidates, however, claimed to be interested in politics (T15/101). Half 
the candidates classified themselves as liberal, and over a quarter as progres- 
sive. The remaining fifth put themselves to the loft or right of such positions 
(Tl5/1o2). 
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Enrolment for the 'Staatsexamen' 
The 'Staatsexamen' is a terminal examination with no cumulative element (credits 
system etc. ). It, like the 'Phjlosophicum', enrolment for main seminars and 
to some extent the Intermediate Exam, involved a minimum - but no maximum - 
number of semesters study. A series of examinations each without a deadline 
probably has a psychological effect fostering cumulative extension of the 
actual study period: a delay, of a semester or two in completing each stage of 
the course will probably seem less serious than the total delay of many semesters; 
this ultimately causes. Candidates in this sample enrolled for their 'Staat- 
sexamen' between their eighth and twenty-third semester of study, and between 
their eighth and eighteenth semester of Anglistik. On mean average,, candidates 
enroled.. in their thirteenth semester of study, and their eleventh semester of 
Anglistik. 3 One student who had completed her main seminars by her eighth { 
semester was not yet taking her examination so "early" because she did not 
think the examiners would take her seriously. Although one professor reported 
that an average candidate should easily be able to pass Finals after five 
semesters and told of a successful candidate who didn't even know what blank 
verse was, fear clearly prevented many candidates from enroling earlier. 
Reasons for this were apparent. The high number of semesters studied for this 
terminal examination itself made the exam more awesome. The candidates had no 
objective means of assessing when they were ready for it. The ritual of the 
professor's consulting hour, concommitant fears of making a bad impression 
there, or of the professor's not agreeing to the candidate's choice of special 
subjects for the exam, the remoteness of the professors in the Department, 
and of course many of the other structural deficiencies (e. g. in syllabus and { 
counselling) of the Department shown so far were hardly reassuring. One can- 
didate in the sample was unable to eat, vomitted and fainted on her way to 
a consulting hour to ask a professor to be her examiner. The foreign promises 
and faces of the State Examination Boards where enrolment officially took 
place, were also a cource of additional nervousness. 
The high average term of enrolment may explain the relatively high degree of 
prescription, with regard to syllabus and study deadlines, that candidates 
would prefer to see (contrast T15/94 with T5/62). Nearly three quarters of 
the respondents gave as their reason for not completing the course in the pro- 
scribed minimum of eight semesters, the fact that the syllabus was too large. 
Illness and study abroad were tho next most common causes (T15/k7). Candid. atos' 
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professed reasons for choosing their special subjects are given at T15/66 
and 67. In general, interest in the topic preceded all else. In Early English, 
though, candidates most commonly chose a topic because they had already 
completed a main seminar on it, a motive less common in the English Literature 
section - further evidence of the disinterest in philology. 
Two thirds of the candidates thought themselves adequately, or well-informed 
as to the Final Examination requirements, though several admitted that they 
had first read these in any detail only after they already enroled. None 
thought themselves poorly informed (T15/74). On the marking criteria and pro- 
cedures used, though, almost all said they were poorly informed or not informed 
at all. None thought themselves well informed (T15/77). Three quarters of 
them - like students taking the Intermediate Exam - thought that knowledge of 
the subject was the main property sought by examiners, while other properties - 
listed - such as mastery of methods and independent thinking - receded to 
relative insignificance (T15/76, T17/25). The failure rate in the 'Staatsexamen' 
was more realistically assessed than by younger students, though even at this 
late stage a quarter of the candidates did not know what it wqs, and two 
assessed it as being over 1 in 5 (T15/78). In reality, it would appear to be 
very much less .4 Most commonly, candidates expected to obtain a mark of 'satis- 
factory' (3) or 'good' (2) (T15/79). Half reported primarily being concerned 
to pass, half to obtain a good mark (T15/80). 
6. Psychological stress in the 'Staatse xament 
The stress effect of the long undergraduate period has already been shown. 
The first 'Staatsexamen' itself is - if in its length alone - monumental. The 
+' . 
briefest period the examination can last, from receipt of the 'Hausarbeit' 
subject to the oral examination, is seven months. For one student in this 
survey a combination of sickness and the temporary absence of one of her 
examiners resulted in her 'Staatsoxamen' lasting sixteen months. Often the 
prospect of failure in the exam-assumed the proportions 6f total, personal 
failureý as if the exam were being approached as a tost of character: 
(There is often talk of examination fear; what particular 
fears did you have of the exam? ) 
The fear of total f ailure$ of disgracing myself. 
(r 16/i? ) 
Another, asked what he thought analysis of the 'Staatsexamon' should emphasize, 
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answered: 
The senseless psychological pressure, which makes it seem . like a tost of one's very right to be alive. 
(r 16/25) 
That certification pressures in a society with particularly rigid career 
structures compounded the stress was evident: another student feared that 
failure would mean "the destruction of all my plans". 
After the exam almost half the candidates reported that the 'Staatsexamen' 
had caused them great psychological stress, and most of the remainder reported 
some such stress (T16/1). During the exam itself over half the candidates 
suffered from sleeplessness and inability to concentrate (TL6/2). Other nervous 
symptoms reported included stomach trouble, nightmares, blood pressure troubles, 
emotional outbreaks and apparently unmotivated bouts of crying. Over half the 
candidates admitted to being particularly frightened of the oral exam, and a 
third to being similarly frightened of the, translation paper (T16/3). Candi- 
dates' fears were not only of their own incompetence, but sometimes of incompe- 
tent marking. The fear was composite and accumulative: 
I was frightened of enroling, as I didn't know whether it was 
too soon. I was frightened and ashamed after handing in my 
'Hausarbeit' and uncertain if I'd spent enough time on it. I 
had a bad conscience and was frightened of the oral exam. 
(r 16/26) 
The psychological stress caused by the exam was subsequently judged by half 
the candidates to have had a negative, or very negative effect on their per- 
formance in the written papers. Just under half ascribed the same effect to 
it in their oral exam. In both cases about a third thought psychological 
pressure had had no effect on their performance. A minority in each case 
thought it had had a positive or very positive effect (T16/24. )'. 
7. Relations with the examiners 
The 'Staatsexamen' is based on the assumption that a personal relationship 
between the examiner and the examinee is desirable. In practice, each would,,, 
have had experience of the other in at least one main seminar. The examinee 
was required to find his own examiner before enroling. In the exam itself he 
had to place his name on his written papers, which were marked by his chosen 
professors. He appeared in person at the oral examination, again before both 
these professors. In both written and oral examinations a senior representative 
of the State Examination Board and its enlisted teacher theoretically acted as 
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guardians of extra-university interests (the state and the schools) and as a 
check against abuse. This they did by participating in the marking of written 
papers and in the oral exams, where one of them acted as chairman. 
A further assumption of the 'Staatsexamen' is that a personal relationship be- 
ttiveen staff and students during the university course is desirable, for this 
alone allows establishment of rapport and hence a meaningful choice by the 
candidate of his examiner. The impersonality and lack of contact in teaching 
sessions that actually existed has already been shown in Chapter X. Questions 
were asked to indicate the degree of contact candidates had had with staff 
during their studies (T15/60,61). Two thirds of the candidates were known - 
by name - by at least two professors (there were four full-time, and one part- 
time professor in the Department). Two thirds of the respondents had discussed 
academic problems with at least one professor. Two thirds had attended the 
consulting hours of at least two professors. Half, on the other hand, had never 
had an informal discussion with a professor in the Department. Half had never 
received a social invitation from a'professor. Six had never discussed academic 
problems with one. With non-professorial staff - there were some 25 of these - 
the most common (i. e. modal) patterns for each category were: two knew the 
candidate by name, two had been visited by him in consulting hours, one had 
discussed academic matters with him, none had had informal discussions with 
him, none would be approached by the candidate about a personal problem. The 
consulting hours were in any case held in low esteem (T15/62): 
Too formal, official and brief. (r 15/26) 
You feel as if you're going to the dentist! They're just about 
adequate to allow the level of contact of which staff are 
capable. (r 15/16) 
It's not essential to have fixed consulting hours. In my 
other subject I can ring my professors and arrange to see 
them outside official consulting hours, or discuss questions 
on the phone. I would hesitate to do this with the professors 
in the English Department. 
(r 15/25) 
Respondents were asked why, in the first place, they had chosen their parti- 
cular examiners. In the philology section, there was only one professor 
teaching full-time in the Department, though candidates could choose an examiner 
from the local Technological University. 24 out of 26 respondents considered 
the existence of only one potential examiner in this section of the Department 
to be disadvantageous (T16/8). In the literature section, the common pattern 
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was that the most popular professor's health could not be relied upon, which 
left the candidate in the dilemma of choosing between him and one of the 
other two. Frequently, candidates found one of these remaining two personally 
and/or academically incompatible, which thus further restricted their choice. 
Sometimes there were indications of the room in these arrangements for patron- 
age: 
Prof. ... had earlier offered me a post as an academic 
assistant, so he was the obvious choice. 
(r 16/22) 
Half the 'Staatsexamen' graduates assessed their personal relationship with 
their examiner for philology as having been neutral, a quarter put it as 
friendly, the remainder described it as varying or tense. By contrast, over 
half found their examiner for English Literature friendly, and only a quarter 
described the relationship as neutral (T16/4). In their academic relations, 
a similar difference existed: the modal pattern was for candidates to disagree 
with their examiner in philology and to agree, at least partly, with their 
examiner in literature in their approach to their subject (T16/5). That the 
relationship could be far from propitious for the exam and its presumed purpose 
is illustrated by the following: 
(Were you frightened of any particular part of the exam? 
If so which? ) 
Of the oral with Prof. ... because of his academic incompetence 
and his personal unpredictability. 
(r 16/24) 
In view of the meagre out-of-class relationships with professors, and the 
professors' aversion from conducting courses with junior students, the chief 
point of contact was in the main seminars. But the teaching defioiences within 
those prevented the growth of academic or affective relationships: 
In Prof. ... 's main seminar someone reads out a paper for throe 
quarters of an hour. Then students comment on it. The professor 
briefly gives his opinions but only on the paper - not on wider 
questions. 
(r 16/5) 
Thus one candidate had chosen a professor in whose main seminar she had obtained 
the best possible mark, thinking she would be welcomed as a candidate. Tho 
professor did not even reooonize hor. Nor did her other professor, oven though 
she'd been to both his main seminar and consulting hour, but 
I know how to handle Prof. ... I don't like myself for doing it, but I am very, very subservient. 
(r 16/4) 
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In most cases, exam candidates had seldom spoken with their examining 
professors over the many months that the 'Staatsexamen' lasted (T16/6). Such 
exchanges as did take place were more common in the literature than the philo- 
logy section, whereby both the respective number of professors in each, and 
the better personal and academic relations enjoyed with professors of literature 
(T16/4) presumably played a role. In both sections, one in seven candidates 
had never spoken to their examining professor in the six months from the time 
of enrolment to the time of the oral exam. The most common reasons for speaking 
with the examiners were to discuss the 'Hausarbeit', to demarcate the special 
subjects chosen, to obtain an idea of what to expect in rrritten papers, to 
try to discover one's marks for these, and to learn how the examiner intended 
to conduct the oral exam. Some wanted tips, others merely wanted to make sure 
their name and face were remembered. That very different degrees of cooperation 
were received is evident in that one student frequently met her examiner for 
lunch, while at the other end of the pole another described her examiner as 
being "like an Egyptian Sphinx, a monument. He just doesn't react". There were 
reports of differing degrees of secrecy during the exam as to students' results 
in the earlier papers and as to the way the oral would be conducted. 
In the face of these circumstances, the stance adopted by one student appeared 
to be typical of many. 
I simply conformed to what the examiners wanted, so as to 
got finished as soon as possible. 
(r 16/9) 
8. The Finals thesis (Hausarbeit) 
According to a guide sheet issued by the State Examination Board, the 'Hausar- 
beit' was to show what the candidate could produce in a set period of indepen - 
dent academic work. On a fixed date after enrolment, tho candidate's philology 
or literature professor - according to the candidate's choic© - had to give 
him a subject on which to write an extensive paper within four months. 
It was, however, the universal practice for candidates to learn - at least 
roughly - the subject of their 'Hausarbeit' before the official dato. One proles-41 
sor explained thatthis was to allow candidates to order books they needed. 
There were apparently, though, differences in the precision with which candidates; 
were informed of their subject (T16/9, plus interview data from candidates). 
Similarly, there were great differences in the length of prior knowledgo of the 
'Hausarbeit' topics: while some candidates had only between one and three weeks I 
257 
advance know1odE e, one had from three to four months (T: 16/10). A respondent 
informed the author that some candidates had subjects on which they had already 
written papers in their main seminar; others viould be entering relatively 
uncharted territory. 
Ignorance of what was expected, and at what standard, was not surprising in 
view of the imprecision of the exam regulations and the fact that candidates 
had never written a paper of this scope before. Inhibitions were reported 
about consulting their professor. Some wrote that their professor was too un- 
informed of the special area involved to be of help. The period was often found 
too brief for the ordering of necessary literature. However, the great majority 
thought the thesis a useful exercise (T16/12). 
It should be added that, in modern languages, the student is required to submit 
a ten page summary of his 'Hausarbeit' in the foreign language concerned. Prom 
interview data and his own experience as an Englishman in Berlin, the author 
knows that 'Staatsexamen' candidates in many cases find native English speakers 
to correct those summaries. He also knows that candidates in this sample did 
so. Under the examination regulations5 these candidates, instead of passing, 
should therefore have failed their Finals altogether. Each had signed a declara-' 
tion that they had received no direct assistance from third parties in their 
'Hausarbeit'. The examination gras thus fostering perjury. 
9+ Preparation for the written and oral exams 
Three fifths of the 'Staatsexamens graduates considered, in retrospect, that 
the courses offered in the English Department had been adequately geared to 
the requirements of the 'Staatsexamen', though a third disagreed (T16/310- 
One respondent expressed her dissatisfaction with. the preparation provided by 
the Department as follows: 
(Were the courses offered sufficiently rolevant to the examination 
requirements? ) 
No, insofar as too few courses (apart from the language classes) 
were conducted in English. In Finals we, aro - quite rightly - 
required to write an essay in English and speak English for the 
literature part of our oral (in my case for the philological 
part, too). 
The courses were also inadequate in that wo learnt no methodology 
of literary criticism. Each lecturer uses his own improvised 
approach to analyse literary texts. It's particularly bad in 
lectures: of Dickens you're told his date of birth, of Thaekeray 
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his death, of X that he was a village schoolteacher, of Y 
something else. All this may be important, but at some stage 
I would like to be told of a system and methods of interpretation. 
(r 16/17) 
There was evidence that over their five or so years of study, basic tools of 
academic work had been neglected: two of every five candidates had either no 
filing system as an aid in preparing for the exam, or had started one only 
when already launched into it (115/82). In the event, lecture notes and a home-' 
made card-index were the means of preparation for the written exams graduates 
most frequently claimed to have used. The next most common means were rote 
learning and a second-hand card-index passed on from other students. Less 
frequent were informal discussions and systematic group work (T16/13). One in 
four had used a tape-recorder, but such modern means could be used for old 
fashioned ends: one student had used a tape-recorder in an attempt to drill 
into herself her own translation of Beowulf -a classic case of alienation. 
The author also received reports from respondents of elaborate preparation of 
cheating slips. One woman student was seriously intending to make a dress 
specially for one of the written exams, with a folding pleat large enough to 
hold illicit unfolded foolscap material. The transient privacy of a toilet 
was crucial to the execution of some of the cheating strategies revealed. 
10= The written exams (Klausuren) 
Candidates were expected by professors to offer three topics for their oral 
and written exams, whereby confusion was caused by the State Examination Board 
repeatedly telling candidates that only two were required -a running sore be- 
tween the Department and the Board. The number of special subjects actually 
prepared for the exams varied considerably, particularly in the philology 
section, from none to four (T16/16). In connection with the written philology 
papers, there were echos of reports made earlier by the Intermediate Exam 
candidates as to the spectrum of possible questions. Some 'Staatsexamen' gradu- 
ates remarked: 
In the so-called translation paper you can be asked anything 
from the first vowel shift to medieval dialect or Thomas Mann. 
(r x6/26) 
In the language paper ... you really have no special language topic, so you can get questions you just can't answer - the field is simply too vast. 
(r 16/la) 
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Two open questions calling for graduates' remarks on the written exam elicited 
a chorus of comments that the philology paper was too difficult, but the lite- 
rature paper "sensible" and "fair". T16/17 shows that, in general, questions 
in the written exams kept to the prearranged special topics, though as already 
indicated, this may have been less the case in philology. Complaints respondents 
made included a reference to the fact that candidates werd not set the same 
translation text and questions: 
(What remarks have you on the questions set in the language 
paper? ) 
It is unfair that candidates do not get the same questions. The 
German translation text was incomprehensible (lousy German). Quiz 
questions on philology. 
(r 16/26) 
Phonetic transcriptions were set of such unusual words, that you 
had to ask around to discover these chestnuts beforehand and compile 
as complete a list as possible. 
(r 16/10) 
Rote questioning of rote learning. 
(r 16/3) 
The author, on examining the questions set in the written philology papers, 
found that there were, in fact, many questions apparently designed to extract 
factual information. In many cases they were not evidently different from 
those that had been set in the Intermediate Exam. For example: 
Sketch briefly the shape and content of 'The Pardoner's Tale'. 
What do you understand by semasiology, syntagma, null-morpheme? 
When and from what languages were the following words imported 
into English? 
The etymological origin of given words - sometimes notoriously favourite cases 
of the professor concerned - were asked many times and on different dates. 
For example, those of 'cold' and 'chalk( were asked of at least six of the 26 
respondents, and on different dates. The "unusual words" whose phonetic spelling 
was required included: 'denizens', 'avoirdupois', 'gauging', 'Arundel', 'Blaunt', j, 
'chiromancy'. 'Invalid (adj. )' was also asked, a word which (even as an adjeo- 
tive) can of course be pronounced differently according to meaning and hence 
have different phonetic spellings; there was no indication as to which - or 
whether both - of the possibilities was wanted. Some candidates were asked 
questions on modern linguistics, others were not. 
Graduates' complaints that the questions had not kept to the agreed areas, 
included: 
I had chosen the first section of''Beowulf' for the translation 
paper, but was set a text from the last section. 
(r 16/16) 
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The candidate concerned did the translation nevertheless because a) the paper 
had already been postponed once and the professor concerned was away, and b) 
a further postponement would have interfered with the time she had available 
to prepare for her ensuing literature paper. The result: "being sot the wrong 
text made it like a child's guessing game". 
Some observed that the examiner had set questions on topics he had promised 
not to, or which had never been touched upon in courses. One respondent, though, 
whom the author knows to have had particularly close ties with his professor 
claimed that this and attendance at many of his courses had helped. Criticisms 
evoking the Intermediate Exam were by no means solely confined to the philology 
paper: 
In the written papers there is no access to the primary texts or 
to dictionaries. This makes them a farce. Chance plays far too 
great a part, so that valid assessment of the candidate's knowledge 
is impossible. The conditions under which these papers are taken 
in no way corresponds with the universities' claim to academic 
integrity and dedication to science. At the very least an English- 
English dictionary should be provided for translations from 
German. Similarly, textual interpretation from memory is crude and 
pointless. The best that can result is a mediocre schoolchild's 
essay. I was astounded that my hastily scrawled pages in the 
simplest English got such a high mark. The standard expected 
is obviously tailored to the senseless manner of examination. 
(r 16/16) 
More insight into the dysfunctional practices connected with the written 
examinations is afforded by Appendix 9, which presents data on the case of a 
student who officially complained to the Examination Board about the conduct 
and marking of his philology paper. 
11. The oral exam 
It has already been shown that - and in part indicated why - the oral exam was 
the most feared part of the 'Staatsexamen'. One of many contributory reasons 
was that candidates had nowhere in their official Anglistilc syllabus experienced 
an oral exam - let alone one conducted in English. Their main seminars had boon 
conducted in German; a reason for this often given by staff members was that 
academic standards would otherwise be impaired. Yet candidates were expected in 
the exam to write literary criticism-and speak impromptu on philological and 
literary problems all in the foreign language concerned. A further reason for 
fear of the oral exam was that questions were thought more likely to depart 
from prearranged areas than was the case in the written exams (T1G/17). The 
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number of special subjects prepared, though, corresponded closely to the 
numbers on which questions were actually put (TI6/16,20). Under the exam re- 
gulations examiners were specificly required in the oral not to restrict their 
questions entirely to the candidate's special subjects; in fact half the 
candidates claimed their examiners had done so (T16/17). Most graduatos con- 
sidered their examiners to have been adequately prepared, though a quarter did 
not (T16/23). 
The examiner-examinee relationships on which the oral exams werd based were 
thought to have strongly affected the conduct of the exam, either favourably 
or unfavourably, for the candidate: 
The oral exam went quite well, above all because of the 
striking friendliness of Prof. ... He questioned skilfully 
and liberally, letting me explain my ideas without interruption. 
(r 16/24) 
To require a candidate in the literature oral simply to reel off 
facts is not the way to conduct a discussion. The oral xhoula consist 
of a genuine, fair discussion not: "Name some English odes; name 
some English historians", etc. 
(r 16/22) 
Such a practice was explained by one candidate as stemming from inability 
rather than ill-will: 
(What other observations do you have on the questions asked 
in the oral exam? ) 
The impression that Prof. ... is more frightened than the 
candidate. He tries to ask simply and fairly, and to put 
questions he thinks the candidate can answer. But not entirely 
successfully. He is somewhat deaf, and wants to hear only 
certain answers. 
(r 16/26) 
Complaints were made earlier in connection with the Intermediate Exam and tho 
written papers of the 'Staatsexamen' that to try to produce answers to academic 
questions without proper resort to academic tools (diotionaries,, primory texts, 
annotations etc. ) was unreasonable. These complaints were also made in connec- 
tion with the written papers of the 'Staatsexamen'. They were not made, though, 
about the oral exam, though only one student out of 26 claimed to have used`` 
notes in it. When asked if they had used notes in the oral, Staatsexamon' 
candidates would often appear surprised, sometimes not understand the question, 
sometimes doubt the legality of using notes at all. One did, however, toll of 
a devious arrangement she had used: 
I recited a poem I'd learnt by heart. It was shoor taotios on 
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my part; I'd prepared it and the examiner had no text of 
his own. You see I'm short-sighted and can't read fluently. 
(r 16/26) 
In the oral exam the student found himself confronted by four examiners or 
potential examiners: the representative of the State Examination Board (a 
former teacher), the representative of the school authority (also a teacher), 
and two professors. The teachers' representative could - in the words of one 
of them - be almost anyone. 
It's accepted they have to have a good deal of school experience 
and therefore be over about ISO. Many of them sit there the adopts 
an obsequious pose] "Yes, Professor, ... Yes Professor ... " 
They had the relatively pedestrian task of writing an exam protocol during the 
proceedings. The professors were each allotted 30 minutes to examine, the last 
five minutes of which were for the teachers' representative. It was conceivable 
that with such status differences between examiners crossed by different areas 
of formal competence, friction between them might be at the candidate's expense. 
There were indications that patterns of interaction between the four examiners 
could indeed influence the conduct of the examination: 
Prof. ... said to the chairman: "Herr ... we know the candidate 
very well, we'll concentrate on his special subjects. " 
(r 16/2) 
The candidate concerned had interpreted this as a hint to the school represen- 
tative to keep quiet; the professor had clearly wanted to give him - so he 
said -a good mark. 
The questions asked by the teachers' representative were often regarded with 
contempt. Examples that graduates gave, included: 
"What is the main town in Wessex? " 
"Do you think you will be able to use your special subjects 
later in the classroom? " [The candidate replied that, with 
modifications, he thought he could. ] "And do you think they 
will be well received? " "Yes". [The subject was not pursued 
further. ] 
Some students were asked no questions at all by the teachers' representative. 
When interviewed about this, they did not know why. 
For the oral exam the student has the right to invite one or more observer(s). 
This right was rarely used: of 21 graduates only two had had a fellow student 
present at their oral exam. One of these two had been approached by acquaintances' 
in the Red Cell, asking if they might come to see the "show", as they put it. 
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The candidate concerned wished as many candidates to come as wvantod to. Six 
did so, of whom the President of the State Ehcamination Board allowed four to 
attend. 
The author himself obtained the permission of examiner and examinee to attend 
two oral exams. Certain observations by candidates - quoted already - were 
confirmed. Professors appeared to be trying to help the candidate in their 
questions (in one case by mouthing an answer silently while the non-professorial': f 
examiners were not looking). The examinee subsequently described the situation 
as follows : 
I really knew nothing, but he let me run the exam. --- He virtually 
translated the text himself. He couldn't have been more humane. 
The second candidate, however, got on less harmoniously with the same examiner, 
at ons stage provoking him to the cynical remark: "If you don't know it now, 
you've never known it". But professorial attempts to help candidates sometimes 
backfired, as when one examiner kept mainly to highly general questions. The 
candidate afterwards claimed to have found them wide, vague and banal, in 
places laughable, and to have been "utterly disinterested" in them. The profes- 
sor afterwards expressed surprise to the author that the candidate, who he 
knew to be able, had done so badly. Inert factual matter was at times hauled 
out by tenuously connected catalogues of questions. The students Would be 
requested to name authors of works with no follow-up questions about theso 
whatsoever. Alternatively dictionary-type definitions were elicited: 
"What is a pageant? " 
"A wagon you could move round the streets" 
"What is a miracle play? " 
"It contains a plot about a saint. " 
One professor was hard of hearing and spoke very softly. Even here chance 
played out its discriminating roles: the open window-with-the loud noise of 
passing lorries seriously disturbed one candidates but was not noticed by the 
other. Misunderstandings, for those and other reasons, occurred sometimes with- 
out being noticed by the participants. One of the two candidates later revealed 
that he had been looking not at his examiner, but over his head all the time, 
out of nervousness. The result: he had not noticed significant reactions by 
the professor. The chairman of the session had Bono out of his wayy'to, still 
such fear by asking the dandidate in the middle of the exam if he wished to 
drink gome water, or smoke. The candidate later: "I thought it was becaus© I 
was doing so badly! " The - professorial and'non-professorial examiners' 
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English was of varying quality, the grammar and pronunciation on occasions so 
awry that the English observer had difficulty in understanding, or could not. 
The ententes and frictions - possibly unconscious, but apparent - between 
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the examiners, were sometimes hardly likely to enhance the examinee's composure, 
as when a joke was made between professors at his expense. The student had 
explained an etymological point by claiming a Scandinavian influence, whoroupon 
one professor grinned to the other and said : "Yes, if you get in difficulties, 
it's a Scandinavian influence, but it won't help you this time; " 
12. The role of the State Examination Board 
Respondents' attitudes towards the role played by the Board in the organisation 
of the 'Staatsexamen' differed, with the critical remarks somewhat outnumbering 
the favourable ones (T16/32). Favourable comments were of officials' helpful- 
ness; critical ones were of obstructive petty bureaucracy in an unfamiliar 
institution. The polarisation in attitudes. towards the State Examination Board 
was partly due to students' experience of the very different clerical workers 
with whom they happened to have to deal. As these had no special training for 
their consulting role and also faced a heavy administrative load$ their various 
personality structures apparently heavily influenced candidates' impression 
of the Board, and - by extension - of the exam. 
Impressions of the Board were, of course, also derived from experience of its 
representatives supervising the written papers and its examiners in the oral 
exam. Up to a point the Board stands as arbitrator between the interests of 
the professor, the student and the schools. Hence the irritating, self-important 
posture of which a number of candidates complained: 
I have the impression these people are trying desperately 
to prove their right to exist by artifically inflating their 
own position. 
(r 16/7) 
It's farcical in that the Board is really responsible only for 
organising the exam, but tries to act like a "higher" supreme 
authority. The examiners and the examinee put on an act for its 
attendant - and largely ignorant - representatives, whereby one 
suspects the professors have a vested interest in making their 
pupils appear to be paragons. 
(r 16/23) 
Formally the Board had a firm foot in neither the university nor the schools. 
A number of factors make it conceivable that there was$ though, more identifi- 
cation with the schools than with the university. To some extent the Board acts 
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as errand boy for the university, collecting the professors' questions, 
arranging the exam, returning papers to the professors and communicating re- 
sults to the candidates. In the oral exam, the representative of the Board, 
who acts as chairman, finds himself confronted by three people who - unlike 
himself - are directly involved in ongoing university study (i. e. the two 
professors and the candidate). He is bound, by virtue of his office, to see 
the interests of the schools maintained, and yet the only other defender of 
this interest is one who is reduced to a marginal (partly clerical) role, 
asking at most a few questions and recording the proceedings. To whatever 
extent this identification with the schoolsdoes or does not take place, it is 
equally thinkable that candidates see it as doing so, and with it tho occurrence 
of schoolmasterly attitudes: 
The representative of the Board treated the candidates 
like school pupils: you had to wait a long time, appear 
grateful, show understanding for their difficulties, etc. 
(r 16/7) 
The remarks made on the Board's arrangements for the written papers again re- 
call those encountered earlier on the Intermediate Exam. On the examination 
room itself, there was wide consensus that it was too small. One student com- 
plained that in his four written exams he had only once had a table to himself. 
The room was frequently said to have been noisy, with builders working in the 
corridor during the exam. Candidates' complaints at this were fruitless. The 
invigilation was described by many as irritatingly petty and by some as causing 
panic. Invigilators were reported to have disturbed candidates by their alter- 
natively refined and clumsy attempts to discover cheating. Additional hostility 
towards the Board was caused by the different allocations and postponements of 
examination dates. 
13. The marldnp, of the 'Staatsexamen' 
As noted earlier, no systematic criteria for the marking were laid down, lot 
alone operationalised. The five-point scale was used monolithicly for all parts 
of the exam, its lowest point denoting failure. In practice it was given the 
1 
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false precision of a fifteen-point scale by the use of plus and minus marks 
yet all marking was impressionistic rather than numerate. A senior official of 
the Board was responsible for checking the marking of the 'Itausarboit' and 
written papers. At the oria of the oral exam the four examiners were required 
to agree on an overall mark based on the '1ausarboit', written papers and the 
oral. 
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In the two orals observed the author was not allowed to protocol (tho rarity 
of an attendant investigator was suggested by his being told this after hurried 
deliberations only after he had protocolled half one oral exam). For the closing 
five minutes of the oral, when examiners decided on a mark for the oral and 
an overall mark, both the candidate and the observer were required to wait in 
a corridor. 
Before the exam four fifths of the candidates thought knowledge of the subject 
to be the main capacity required in the exam (T15/76). But after candidates' 
differing experiences in the exam there was less consensus: while half still 
considered the main facility required to be this, the remainder split between 
thinking what was needed was a "wide perspective" and "independent thinking" 
(T16/25). Virtually the whole sample considered themselves to have been poorly 
or inadequately informed as to the marking criteria actually used (T16/29). 
Secrecy and mystification were in fact attached to all parts of this examina- 
tion. Candidates were officially not allowed to learn their marks for the 
various parts of the exam until completion of the oral. The survey showed that 
in all parts of the exam candidates most frequently obtained their marks, as 
they were supposed to, from the Board. There were, however, exceptions to 
this. Candidates were naturally keen to know their marks before the final oral, 
and some professors would inform them privately beforehand (T16/11). How stu- 
dents'experience could differ in this respect is shorm by the case of two 
graduates in the sample. One had not asked his two Anglistik professors for 
his marks before the oral, because "It's well known that they don't give them 
to you". He had asked the Board only four days before the oral exam, but they 
replied they did not know them. Another student, however, had learnt his writ- 
ten paper marks from the Board two days before his oral exam and his 'IIausarbeit', 
result from his examiner ("Strictly between us, you've nothing to fear! "). 
One day before his oral exam) the latter of these students claimed that if 
one went personally to the Board before the oral exam, one was told indirectly 
by a certain member of the Board what one's mark was. According to his - appar- 
ently serious - account, "You should be very pleased, " meant a1 (very good), 
"You should be fairly pleased" a2 (good) and You needn't lose any sleep" a 
3 (satisfactory). 
The overall marks in Anglistik actually awarded this sample ranged from 1 (very, 
good) to 4 (adequate). The mode was 2 (good). No candidate failed. To what 
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extent this was a freak year is unknown as the Board did not compile statistics 
on the number of candidates sitting and passing in individual disciplines. 
6 
It does suggest, though, that popular beliefs in the Department as to failure 
rates were often excessive and an unnecessary cause of fear, even antagonism. A 
quarter of the graduates regarded the marks awarded as confirming their strengths` 
and weaknesses; half thought that they had partly done so, and the remaining 
quarter that they had not (T16/26). Pour fifths thought luck had played a 
moderate, large or very large role in the exam (T16/27). The crannies in which 
fortune and misfortune lurked were the composition of the examining board; 
examiner prejudice; examiner-examinee relationships; halo effect; the differing 
standard of questions asked from candidate to canäidate; the physical state 
of the candidate on the day (which led one candidate to forget the names of f 
all the protagonists in his chosen plays); misunderstandings as to what special 1 
subjects were to be examined, etc.. One reported: 
[Chance played a major role: ] I happened to meet Prof. ... [her examiner] just before the exam and had a fairly long 
talk with him - it helped a lot. 
(r 1624) 
Even after the exam, one in five of the graduates considered themselves too 
uninformed on the marking criteria used, to be able to judge them. Of those 
who could, just over half saw some some in them, but the remainder saw little 
or none (T16/30). On the marking procedures used, again one in five thought 
themselves too uninformed to judge. Of those who could, two thirds considered 
them fair while a third did not (T16/31). Reasons for the uninformodness and 
the sizeable minority of negative verdicts can be seen in replies to the two 
questions concerned: 
The marking criteria are unknown to most, probably because 
there are none. Particularly in the literature section the 
criteria are totally 'subjective', and are therefore not 
discernible let alone comprehensible, depending - as they 
often do - on the momentary mood of the examiner, (r i&/n) 
The professors refused to discuss the marking criteria, 
claiming this was not allowed. 
(r 16/7) 
The marks are virtually invalid. They merely reflect the more 
or less chance products of candidates in the written papers and 
the examiners' sub, eotive impression of the oral. 
(r 16/11) 
8 
A 
i 
F 
On the other hand, a graduate from the sample who considered the marking pro- 
cedure fair had found this, even though he had led a boycott of one of his 
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examiners' courses and though the other examiner had had to stop over him at 
a sit-in. 
Despite the secrecy surrounding the marking, three sources were found for 
exploring it: 1) the case study of a candidate who officially complained at a 
mark awarded, 2) access obtained at the Board - apparently through an error of 
bureaucracy - to some of the candidates' corrected scripts, 3) access to official 
oral exam protocols. 
The case study of the one candidate in the sample who officially challenged 
his mark is presented at Appendix 9. From it the following points emerge: 
1. The 'worst-mark effect': there was no mechanism for excluding the 
distorting effect of poor performance in a single component of 
the exam. 
2. Marks were awarded partly on the basis of extrinsic criteria such 
as candidates' assumed psychological needs. 
3. The check against abuse in the marking by the Board's representative 
was not working. 
4. Professorial reluctance to explain marks awarded. 
5. Professor and candidate attached differing significance to 
a given mark. 
6. Inadequate provision for the sickness of an examiner. 
7. Some candidates were given familiar translation texts, others 
not. 
8. The same text was given on different dates. 
Another candidate considered herself to have been similarly. mistreated, pro- 
tested unofficially to the Board, whose representative dissuaded her from, 
malting an official protest, as this was time-consuming and unproductive, since 
the professors hung together in any case. She also admitted lacking the courage 
to do so. Of the eight points listed above, all except 4. and 5 wore corroborated 
by further evidence. 
Examiners' marking of the 'Hausarbeit' varied from a. few lines to a whole page 
of comment. This was frequently in the form of unsubstantiated value-jud, omont 
and generalisation - characteristics which the examiners often attacked in 
their own comments on the candidates! work. Similarly, a candidatq. would be 
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marked doom for poor German by an examiner in whose commentary there wore 
elementary errors of grammar, punctuation and style. The phenomenon of pro- 
jection may gell have been at work in the case of a professor known in the 
Department for pedantic positivism, who repeatedly marked down candidates for 
precisely this fault. The ad hoc nature of the marking and the crudity of the 
marking scale are illustrated by the following assessment of one 'Hausarbeit' 
in this case in the candidate's other subject (German): 
It is difficult to give an appropriate mark to this thesis. 
Bright ideas and plausible trains of thought go hand in hand 
with a striking lack of coherent knowledge. No overall assessment 
can therefore do justice to both the candidate's abilities and the 
gaps in his education. A middle-range mark would be unsatisfying 
as it would not clearly show the discrepancies described. With 
some hesitation I award and mark 4 minus (just adequate), and 
in parts better. 
The Board representatives responsible for checking the marking sometimes added 
comments, sometimes simply initialled; in no case did they propose a different 
mark. 
Study of candidates' corrected written papers revealed that the same English- 
German translation text and the same Early English text had indeed been set 
on different dates. In the marking itself, the graduates' claim (see Appendix 
, 
9), that mistakes were frequently underlined without explanation, proved correct. 
In the teanslation into English, the examiners' correcting was sometimes incon- 
sistent or wrong: what was marked as a mistake in one paper was allowed to 
pass in another; the same mistake would meet with a single red underlining in 
one paper, a double one in another; correct English was marked as wrong, and 
wrong English written in instead; serious mistakes were ignored. There were no 
indications on the paper as to how the mark written at the end of the text was 
compiled. Illustration of the nature and standard of the marking in literature 
papers is given at Appendix 10. 
The protocols of the oral exams written by the teacher representative generally 
consisted of a list of questions asked, followed by a plus or minus sign - some- 
times both - to indicate the candidate's success, (as judged by the teachers' 
representative), in answering. That the protocol writer was not necessarily 
competent to assess candidates' answers in philology and literatura, nor the 
standard of their English, was suggested by the. m3 stakes, and gaps, in`protocols 
("Brenton ---" for Brendan Behan, etc. 
) and the mistakes 6f spoiling, idiom 
and grammar in the English (e. g. the teacher's rooord of _hi3 oven question: "Did 
ý`ý 
` ý'ý ý -. 
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you make the study of certain American writers? "). At the end of the protocol 
there would sometimes be comments sich as "the candidate speaks wo11/dßacussos 
skilfully/can't pronounce her 'the"' etc. and the mark awarded. The duration 
of the oral was given, though not always; in a few cases studied the duration 
ranged from L. 5 minutes to an hour. 
The examiners met in camera for about five minutes at the end of the oral exam 
to award the final marks. The candidate, being excluded,. thus had no opportunity 
of correcting misunderstandings, or of defending himself in those deliberations, 
and in the protoools of the oral exam there is no record of them. The remarks 
of a teachers' representative may give some idea of the level of these doliber- 
ations: 
We [the teachers' representatives] mark quite differently, too, 
if someone sits there with thick glasses, nervously fidgeting 
and mumbling. I can say straight -away we don't want him, he 
won't make a good. teacher - but the professors override our 
views; they give someone who is clear and confident no more 
than a mark of 3. 
The candidate was then called in to hear his marks from the chairman. The 
location of the oral exam at the end of Finals and its coupling with the announce 
sent of the candidate's marks, put an unwarranted emphasis on the oral exam 
and were undoubtedly a contributory cause of the oral exam itself being feared. 
The following reports on the behaviour of the chairman in announcing the marks 
should be seen in the context of the earlier commentary on the Board and on 
the way the oral exam was conducted: 
At the end the chairman spoke very pretentiously. The candidate 
was "a good man, a solid man". He had. spoken fluently and well. 
The candidate himself knew this to be untrue; he had often 
answered with anything that came into his head in order to avoid 
answering the question. And this had been accepted. 
(r 16/11) 
... but the chairman asked no questions in the oral exam itself, 
but at the end talked dorm to me like a schoolmaster from his 
dais: "Herr. ..., we were very concerned about you. " (r 16/2) 
The chairman said that if I was going to teach, it was high 
time I learnt to speak English. IV accent was bad. It had not 
been a good exam. 
(r 16/16) 
The chairman commented cynically that I was getting a 3+ rather 
than a 2- [i. e. a lower mark] to encourage me to do better, and 
referred in passing to my poor school certificate marks, 
(r 16/24) 
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It has already been shown that the examination requirements and procedures 
were insufficiently transparent to the candidates before and after the 'Staats- 
examen'. The marking criteria and procedures, as applied to their own oxami. nationj 
papers, would remain concealed permanently. Although candidates have the right 
to information from the Board on the marking of their papers, they were, by 
law, debarred from actually seeing their corrected scripts at any subsequent 
date whatsoever. 
Three quarters of the candidates said they would, given a hypothetical repeti- 
tion of the exam, prepare differently than they had done (T16/33). What they 
would do differently were such things as "learn more facts by heart", "work 
more systematically", "eat and sleep more regularly", "choose my examiners 
more carefully" or "try to achieve a closer relationship with the examiners". 
One respondent, who had taken up full-time employment during the exam, when 
asked what he would do differently, replied, 
Nothing, my preparation turned out to be just right for 
such a farcical exam. (r 16116) 
In a final question on the 'Staatsexamen', respondents were asked what they 
thought most important for an investigation of the 'StaatsexamenI to show. 
One answers typifies the majority: 
That a chance in the examination procedure is urgently 
needed, as an exam like this totally lacks validity. 
(r 16/11) 
3 x. Conclusion 
The criteria posed at the start of this chapter for efficacy of an examination 
were clearly not being met. 
1. Student motivation: as students were uninformed as to what 
qualities were to be measured in the exam, and how, they were 
not being directly motivated to intrinsioly academic performance, 
Instead they easily fell back on accumulation of fact, utilitarian 
orientation to the putative wishes of examiner; and subterfuge. 
2. Feed-back to and orientation of the Departmentts toaehin; steif 
could not occur to any useful extent, as the examination was not 
geared to assess the attainment of the goals'of individual courses, 
let alone to establish what part any such attainment was duo to the 
teacher, what to the student. 'The groat majority of the staff never 
took part in the exam,. even as observers. 
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3. Feed-back to the student could not be effective, because he was 
excluded from the deliberations of the adjudicators and given no 
substantiation of these. Even were all this not the case, assessment 
at a terminal exam is too late for feed-back to modify behaviour in 
the activities purportedly being measured. 
1ý. Information to the outside world (certification). The many sources 
of invalidity in the examination disqualify it as a measurement of 
academic attainment or professional competence. Indeed one of the 
sources of invalidity was the variously motivated complicity of 
professor and candidate to present a picture of their own choosing 
to an outside world, symbolically represented in the examination 
room by the State Examination Board official and the practising 
school teacher. Not that the academic and institutional tie binding 
professor and student need necessarily help the latter, for when 
another role configuration predominated the student was one against 
many - an examinee confronted by four examiners. Nor, as was seen, 
did the personal familiarity with "his" professors necessarily 
provide the benefits of rapport that Humboldt intended, and could 
far from add objectivity to the examination. The participation of 
the non-university members was also seen to provide no adequate 
control with regard to the relevance of examination content, nor 
the standard of the marking. Their experience alone was an inadequate 
substitute for relevant ability and knowledge in what should have 
remained - despite its control by an external state bureaucracy and 
for all its shortcomings - essentially an academic event. In fact., 
given their lack of expertise, their voluntary complicity in the 
examination proceedings gave them a vested interest in not questioning 
the quality and relevance of the examination itsoif. " 
More serious than the short-term "technical" inadequacies of the examination 
was the position of high personal dependence and subjection in which it placed 
candidates, not just during the examination, but for years before. The examina- 
tion was indeed a repressive ritual and, for the perceptive student, humiliating' 
? 
or a farce. To what extent the teacher training that, for virtually all, was 
to follow could foster the autonomy and provide the skills needed by a compotont f 
schoolteacher is a concern of the next chapter. 
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Notes to Chapter XTI 
The 'Staatsexamen' was again divided into two parts, the First and 
Second 'Staatsexamen'. This chapter is concerned solely with the 
First 'Staatsexamen', which, following popular usage and for brevity, 
will be referred to as simply the 'Staatsexamen', The Second. 'Staats- 
examen' is dealt with in Chapter XIII. 
2 The degree of state control over the university these arrangements 
allow is often heavily attacked in Germany, whore the issue has 
gained a new currency in the light of recent university legislation. 
Less often is the ualit of the control considered, lot alone 
investigated. 
These figures are similar to those found for all arts subjects in 
other West Gorman universities: see G. Kath et al., Studienweg und 
Stud. ienerf olg, p. 178. 
4 See section 13 of this chapter. 
5 See Appendix 11. 
6 
Figures collected for seven other West German universities show 
'Staatsexamen' pass rates varying from 33% to 100%, with large 
termly fluctuations within single universities: T, Finkenstacdt and 1.10 
Redelberger, Anglistik 1970, p. 101. 
7 Extensive substantiation for such a view can be found in ri. L. bioeller, 
Untersuchunben zur Psychodynanik Ger neurotischen Pruefungsan st, 
Dissertation, Berlin, 1967. 
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xzzz I. 
THE DEPARTMENT'S OUTPUT 
OF GRADUATES AND NON GILUUATES 
Just as questions were raised as to the manner in which the Department re- 
cruited its student intake and facilitated their integration, questions had 
to be asked as to how it regulated its output of students and facilitated 
their transition from the Department. 
1. The output of graduates 
The two main terminal exams for the undergraduate course were the First 'Staats- 
examen' and the 'Magister' (LA. ). No record was kept by the Department of 
the number of students taking these. 
Both the university statistics (TO/3t4. ) and interviews in the Department sugges- 
ted that the number of students taking the 'Magister' was small. Mechanisms 
seen in the 'Staatsexamen' were clearly in operation in the 'Magister' examina- 
tion, too. Possibly more so, for although the exam was less demanding and 
cumbersome, the elimination of the State Examination Board examiners would 
appear to have made the examiner-examinee relationship even more crucial, 
though not necessarily more difficult. Indeed candidates reported that their 
examinations had more or less the character of a convivial tote a tote. So 
dependence on the individual professor and the premium placed on personal oompa- 
bility were even larger. 
Students taking the 'Staatsexamen' most frequently claimed that vocational 
training had been their main purpose in studying (T16,4.6). Four fifths werd 
intending to become schoolteachers, though some were still, toying with an altor- 
native. Hardly any envisaged an occupation outside the education system (n6/1+9)q 
Two had still not decided; of those, one answered: 
I don't know. If possible not toaohing, 
(r 16/11) 
And one of the intond. ing teachers explained her decision: 
I didn't really have any choice, 
(r 16/10) 
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Half the respondents gave pedagogic interest as their main reason for wanting 
to teach, a quarter gave 'contact with people', the remaining quarter interest 
in their academic subject (T16/50). Thus both in their purposes in studying 
and the reasons given for teaching, this student generation was broadly similar 
to the younger generation found in the sophomore sample, with the exception 
that the latter attached strikingly more priority to social commitment and 
social reform (compare T16/4.6,50 with T5/74., 95)" 
Almost half the graduates intended to embark on further formal study after 
their 'Staatsexamen', the other half did not (T16/52). Their long term occupa- 
tional goals were, in well over half the cases, within the school, though a 
quarter could not give any (T16/53). When it came to a hypothetical 'ideal 
situation' occupational choice, only 3 out of 19 gave the school as a place 
they would like to work. Over half gave occupations outside education altogether, ' 
(T16/51+). This hardly indicated great enthusiasm for schoolteaching. 
2. Teacher training 
The equivalent in Germany of the Dip. Ed, or P. G. C. E. is the so-called 'Refer- 
endarzeit' (teacher training period); the name itself strongly suggests apprent- 
iceship, Unlike its English equivalent, the 'Referendarzeit' is run by the 
local education authority, which appoints serving teachers - which in Germany 11f 
means civil servants - to run the courses. The 'Referendarzeit' culminates - 
in Berlin after one and a half years - in the second 'Staatsexamen'. The teacher 
training provided is carried out in a 'subject seminar' (Fachseminar) - in this 
case for Anglistik - and a 'main seminar' on pedagogics. Each was hold in 
individual schools as a two-hour session once a week. In addition there was 
teaching practice - also supervised by serving schoolteachers - in allocated 
schools for a maximum of ten hours per week. The teachers responsible for the f 
seminars also act as the examiners in the Second 'Staatsexamen', which - like 
the first - is conducted by a state examination board. 
Although the University and the English Department have no direct part in this 
teacher training, it was important to study it at least marginally to see to 
what extent the Department could rely on complementary education and 'fit' in 
what was the main recruitment area for their own graduatos. Also the quality 
of learning in the teacher training situation was in part a dependent variable 
of the education received in the Department. 
l 
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Extensive group interviews were conducted with eight members of two different 
Anglistik seminars (Fachseminare)'of trainee teachers (Studienreferendare) in 
two separate areas of Berlin. For reasons of economy, one -a Croup of five - 
will be concentrated on here. All the participants in the Croup concerned had 
graduated from-the English Department of the FU in recent terms. Four were 
well into their second term as a 'Referendar', one was still in her first 
term. On a five point scale, all put their political position as left-wing 
liberal to centre. ` 
How did they judge their former Anglistik studies, seen as a basis for their 
subsequent teacher training? The same complaints that recur through students1 
answers in earlier chapters were repeated: too much historical philology, too 
little linguistics, too little English language, absence of courses in the 
teaching of English as a foreign language, no experience of modern teaching 
media. They wanted more courses on British and American society, though not of 
the )d. nd hitherto provided in the Department: "Name five English newspapers" 
etc. They complained that the whole position of Anglistik in the Department 
had never been the object of serious reflection. 
On the spells of school teaching practice during the undergraduate course: 
their brevity led to the "pathetic attempt to imitate established teachers; 
otherwise passive observation. " Another: "At no stage do you really consider 
or reconsider your choice of-career. " Yet another joined in to add that this 
situation was not merely a local one limited to Anglistik students: "There are 
an awful lot of students at the university who have no idea what to do when 
they've finished. They have scatterbrained ideas like becoming publishers' 
readers and avoid the whole question. " For one of the 'Roforendare' teacher 
training was but a reluctant interval between her first degree and gaining 
admission to a social science course. 
The teacher trainees' expectations of the training had in all cases boon 
negative: they had heard "grizzly stories" about it and expected to be "put 
through it" and "trodden on". They wore generally agreeably surprised by the 
reality, at least in this respect. Trio reported, though, that the teachers they 
had to supervise them were so poor that they looked up to the teacher trainoo$, 
fresh from the university, as authorities in Anglistik. 
r 
s 
t t 
The teacher trainees claimed to have received no plan whatsoever in their 
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Anglistik seminars as to what was to be covered in the one and. a half years 
of the training period and "we ourselves knew too little to be able to ask 
for anything". The seminar had a rotating population, so that beginners were 
continually arriving. New members joined the course without a word of intro- 
duction. No duplicated reading list was provided, instead the supervisor 
brought "a great basket full of books" and ran through them without any indi- 
cation of their importance. The teacher trainees were confronted by "a mound 
of literature" and were expected, to find their way through it. Representative 
works were not analysed in the seminar. No language laboratory training was 
provided. There was no provision of further training in spoken English, though 
gross language errors on the part of the trainees would be pointed out in the 
teaching practice. Yet their request that the seminars be conducted in English 
had been refused with the remark "I am not an Englishman but an Anglist: " 
The respondents, however, claimed that while their seminar was poor, it was 
better than most. 
In distinguishing the 'Referendarzeit' Anglistik seminar from their main semi- 
nar on pedagogics, one respondent was not contradicted by the others when he 
stated, "The main seminar is a deep sea rescue operation. In it general topics 
are discussed - like teamwork, discipline or 'How can I formulate a teaching 
aim? " - while in the Anglistik seminar it's a matter of 'How can I survive the 
lesson? ' It's weird that an Anglistik seminar should be mainly concerned with 
questions of discipline". The basic knowledge of the social sciences that the 
'Philosophicum' was supposed to have provided (see Appendix 12), could not be 
caught up in the time available. It was unanimously agreed that there was no 
systematic connection between the seminar for Anglistik and the main seminar. 
The group dynamics of the seminar were seen as unsatisfactory. Close contact 
tended to be made with other trainee teachers scattered round the schools 
rather than in the seminar. Despite the frequency and duration of the sominar3t 
their smallness and common goal, members continued to use the formal second 
person plural to address each other. 
Asked what special qualifications their supervisor had for his work in the 
seminar, they answered "None". They interpreted his motives as careerist, and 
were sceptical in general of teachers' motives for applying for such posts. 
The delegation to schools for teaching practice occurred - so they claimed 
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with obvious disregard for travelling times, the whole procedure being surrounde 
in bureaucracy, reaching its most risible in the oath they were required to 
swear - en masse - of loyalty to the Constitution: "Utter nonsense, laughable. 
It was like prayers at school: we were all grinning away at eacher other. " 
The stiff, formal introductions to headmasters were a further unpalatable 
initiation rite. In the schools, the teacher trainees considered they had too 
much mere observation at the start, widely wishing to teach more themselves. 
There was often difficulty in finding a willing host-teacher - the so-called. 
'Mentor'. The host-teachers generally had too little time for them, being given 
no allowance in their timetable for this work. In the schools., the teacher 
trainees were often numerous enough to influence staff policy, but seemed to 
lack the confidence and initiative to try to do so. 
Unlike the majority, who were at grammar schools, two were doing teaching 
practice at a comprehensive school. Asked whether this type of school presented 
them with particular problems, they spoke of their "inability, for lack of 
any preparation at university, to cope with groups of low achievers"; claiming 
that "What we studied at university - if it's of any use at all - is only 
relevant to the sixth form". "WYe are completely unprepared for this work and 
totally out of place there". 
Among the suggestions made for improvements in their training was that it be i 
integrated as a continuous part of the undergraduate course. In the light of 
their subsequent experience, they considered the Anglistik course at the Univers 
sity should not exceed five years, one of which should be spent in Endland. 
One qualified this with "If the university course remains as it is, then the 
shorter the better". Asked what other knowledge and skills they wishbd they had 
acquired at university: "At the university you are taught to be passive, and , 
as a teacher you have to be active. The jump is difficult. " Little contact was 
retained with the English Department; all save ono--had never returned there. 
The teacher training period was thus clearly not compensating for the inadequa- 
cies of these graduates' university education. On the contrary, insofar as the. 
latter fostered passivity and subordination, there wore signs that the 'Roforon- 
darzeit' reinforced such behaviour at least as intensely as dial experience in 
the English Department. Per during the teacher, training period there was ovon 
less choice: in the school to which one, eras sent,, in the supervisors for the 
subject seminar and the main seminar and - if only through market forces - in 
279 
the 'Mentoren'. The assessment of the teacher trainees was at least as obscure 
as assessment in the university: marks were again allotted on an unoperation- 
alised six-point scale. Respondents claimed that the school headmaster, a 
seminar supervisor or the 'Mentoren' could influence marks awarded by unsub- 
stantiated comments on the trainee. The teacher trainees had no moans of knowing, 
let alone challenging, criteria and their application. There word claims of 
indirect political censorship, often communicated, by hint and suggestion- a 
claim which in recent years seems less fanciful in view of the gro-Angý open 
practice of excluding teachers from a first appointment because of their poli- 
tical views or affiliations. Sometimes this political filter had pedagogic 
concomitants, as with the reported discouragement by a supervisor of group- 
in the classroom. By Anglo-Saxon standards, there was an extraordinary work 
emphasis on matters of 'Schulrecht' - i. e. legislation affecting schools. 
Altogether the content of the courses and the lack of qualification of the 
supervisors meant that probationary teachers were entering their profession 
without acquiring the repertoire of professional behaviour necessary to deal 
with professional problems they would faeel in a professional manner. The ohanoes' 
were auspicious that they would fall into the occupational moulds entrants had 
criticised in their own teachers. 
, 
ý. Appointments advice for graduates 
Students' difficulties in choosing a career have been indicated in this and 
earlier chapters. There was he university appointments bureau. In the many 
interviews conducted, the author met not one student who had maintained or 
sought contact with the state vocational guidance servieo (Borufsbaratung). 
At the start of 1971, the author therefore asked a student, who was planning 
to take her 'Staatsexamen' in one or two terms and who was in difficulty over 
her choice of career, to ask for the help of the vocational guidance sorvice 
of the Berlin Employment Exchange (Arbeitsamt). The following report was made 
from a detailed account by the student, copied dovrn immediately after she 
returned from the 'Arbeitsamt'. After misdireetionc to two wrong branches and 
after various periods of waiting, she wrote to the 'Arbeitsamt' requesting an 
interview and appropriate literature on career opportunities for Angus ton, so 
that she could prepare herself for the interview. She received a polte reply 
apologising for the misdirectionss giving the Office's consulting hours and 
inviting her to a "personal interview". No literature was sent. She thereupon 
visited the Office at the appropriate time, and was directed to a room where 
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two women were busily working; their colleague, the author of the letter to 
the student, was away on a health cure. After being kept waiting forty minutes, 
she was given a half-hour interview in a bleak glass-walled office, without 
privacy and with another colleague present the whole time. 
The interview was interrupted by five telephone calls and three other formali- 
ties that the official had to see to. No apologies for these interruptions. woro 
offered. The student was told she should make up her own mind before coming 
to the 'Arbeitsamt', and that she should go to another branch. She replied 
that she had been there already and had received no satisfaction, She then 
asked what jobs they had available at the moment, or could suggest for An,; liston, 
They could name none. "No, we have nothing for your category" - i. e. for 
Anglisten, after the student had herself suggested publisher's reader, Goethe 
Institute or industry. She was told that the Office received few jobs for 
people with high qualifications; she must have patience, but could always 
register herself as unemployed. 
After one of the telephone interruptions the counsellor continued: "Now to 
get back to this matter and to get it finished with - but, as I've already 
told you, we just haven't got anything for you. You'll have to use your initia- 
tive and make up your own mind what you want. " "In the end", said the student, 
"I felt they just wanted to get rid of me. " Finally they sent her to the 
official responsible for posts in publishing. When the student expressed 
interest in becoming a publisher's reader, the man - without looking up - 
simply shook his head: "Its always the same", The overall job situation in 
Berlin was poor; she might do better to go to West Germany, 
L. Non-graduates leaving the 
-Department 
Students' freedom to move between universities during the undergraduate course 
is a German academic tradition. Although the way statistics were, collected at 
the FU allowed no fully representative sample of students leaving for other 
universities, it did allow a partial population of twelve students to be located 
who left the Department for another university in the summer of 1970. These 
were sent a brief questionnaire on their reasons for leaving the University 
and the Department, for choosing their future university, and their experience 
as to the ease of transfer. I 
The majority were continuing Anglistik. They had left -'with only one oxooptiorn 
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not primarily because of the English Department at the PU, rather because of 
the attraction, for various reasons, of other locations. Their reasons included: 
the desire to be eligible to teach in another part of Germany; the fact that 
the combination of Anglistik with Economics was not recognised for the 'Staat- 
sexamen' in Berlin; pursuit -of a boy-friend; the proximity of skiing slopes; 
the general desire for a change of scene, or "private reasons". Some had 
intended from the start to spend only one or two terms in Berlin. In their. 
political self-ascription they did' not differ from the bulk of the students. 
When asked what, if anything, displeased them about the English Department at 
the FU, answers were vociferous. They included: 
In my short stay at the Free University, my English and 
French have deteriorated. 
(r 18/2) 
The rigid formality of the Department (e. g. the difficulty of 
getting past the caretaker's box, the Cerberus-style bureaucracy 
in technical matters); the excessive certification requirements 
and pieces of paper needed before you could even attend courses; 
senile, conservative professors. 
(r 18/7) 
The lack of contact with staff and amongst students. 
(r 18/9 
It was often reported that a change of university involved the loss of one 
or two semesters study due to differences in examination requirements, non- 
recognition of certain course certificates by other universities, the time 
required to get to know new professors as potential examiners and for genoral 
reorientation. One Anglistik student was moving to Switzerland because her 
professor in her other subject was moving there. 
In no case was the move to another English department based on informed know- 
ledge of the prospective department. Students reported difficulty in obtaining, 
this. That the English department to which transition was mado was not nodes 
sarily better was often indicated. One student reported of her now English 
Department at a West Gorman university; 
The courses are hopelessly overcrowded. Too few staff for 
1,000 students. The students are passive. The staff doesn't 
even try to make the best of the situation by seoking 
alternative teaching; methods. One seminar has 70 students. 
In another, with 40, no papers are written, the teaching 
style is utterly authoritarian, the professor exploits the 
course for his own private research purposes. ... The students 
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are conservative, disinterested in politics or academic reform, 
although dissatisfied with the syllabus, the library, the 
professors, the teaching, the overcrowding, etc. ... Student 
assemblies are almost empty. Criticism is uttered only behind 
professors' backs - possibly out of fear. Professorial 
authority goes unquestioned. Resignation. Disinterest. Lethargy. 
Anonymity. 
To trace drop-outs was even more difficult as these were less likely to complete 
the exmatriculation forms needed for admission to another university. A study 
in the mid-1960's of three German universities, including the Free University, 
showed that 3% of a randomly chosen intake in the Arts faculty dropped out. 
Amongst female students the figure was 57154 
1 
The author did find a number of 
drop-outs in the Department. Their dissatisfaction seemed to be mainly with 
the non-vocational orientation of the course, particularly the prevalence of 
classical philology. A number were leaving for'financial reasons, and a minority; 
because of the political conflict and disruption of courses. No attempt was 
made by the Department to record drop-outs, lot alone to investigate the reasons' 
for this wastage, or to reduce its occurrence. 
5. Conclusion 
Indifference to the fate of its graduates. No attempt to facilitate their 
employment, to keep contact with alumni, to measure the effectiveness of its 
own courses and certification procedures against the experience and needs of 
graduates in their subsequent employment and careers, nor to come to grips 
with the problem of student wastage. Not only was all this a further demonstra- 
tion of the Department's isolation within ivory walls, but apparently indicated 
indifference to the efficacy of its own educational aotivites. 
Note to Chapter XIII 
G. Kath et a].., Stud1enweP und Studienerio1 -2- ., , pp. 
26 7 
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XIV 
APPRENTICESHIP FOR ACADEMIC OFFICE 
Given that the one internal examination through which all students had to. 
pass (the Intermediate Exam) was in intent more propadeutio than academic, 
and given that. the almost universal termination of the undergraduate course 
was the 'Staatsexamen', the reader may be wondering on what formal eligibility 
recruitment to the Department's staff depended. The question is begged even 
further for - true to a convention which existed through large parts of the 
university - the Department did not publicly advertise vacant lecturing posts. 
There were three status categories from which assistant lecturers were re- 
cruited - student academic assistants, student tutors and doctoral candidates. 
The manner of recruitment to these status positions, intermediate between under-; 
graduates and staff, promised to throw light on the reference group orientation 
of ambitious students and the composition of the Department's academic staff. 
I. Student academic assistants ('i Nis')1 
Discussions with members of the Department suggested that there was lack of 
clarity as to both the supposed and actual function of Hiwi posts. These wore 
variously seen as anything from a sinecure to a fief, a scholarship for the 
poor, a regular job, sweated labour or an academic apprenticeship, and fro- 
quently as differing combinations of these. 
It is thus not surprising that the sample was heterogeneous. The length of 
tenure so far enjoyed by Hiwis at the time of the questionnaire extended from 
one to ten semesters (T23/l). In their academic background,, the respondents 
ranged from students in their seventh semester to three who were in or beyond 
their twentieth (TL3/7). The way in which the post was applied for varied (T13/ 
2) - as one would expect from the differing concepts of the job that prevailed. 
Occasionally notices would appear in the Department inviting applications, 
but it would seem that, for the most part, applications for Hiwi posts ensued 
in other ways. most commonly, professors had taken the initiative (T13/2). 
They tended to have got to know the student concerned in a teaching course 
either a main seminar or earlier. Chances were reportedly higher if one attended 
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more than one course by the same professor, in which ease this probably 
acted as a mechanism for upholding attendance figures at professorial courses. 
One professor customarily approached students to whom he had awarded high 
marks in papers, or in the Intermediate' Exam: 
Prof. ... got to know me in his proseminar. He backed me because of my fairly good mark in the Intermediate Exam. 
(r 13/11) 
In another case a student was offered doctoral supervision, which he had-to 
refuse for financial reasons, whereupon the professor offered him a Hiwi post. 
The obscurity as to recruitment criteria caused some resentment amongst and 
towards the Hiwis. It was resented that some were appointed without being in 
financial need and others without being engaged on doctoral work. On another 
occasion, a student had gone to a professor's consulting hour to apply for 
admission to his main seminar, only to be surprised with a cross-examination 
followed by the offer of sponsorship for a Hiwi post. Sometimes students 
became candidates for the posts without their being aware of it: 
I never applied. I was put forward without my knowledge 
by Prof. ... I accepted at ore. After the first few 
semesters another professor took me over on his own 
initiative. 
(r 13/7) 
Prospective staff members were thus already learning to accept a- to them - 
arbitrary sponsorship against which they had no right or court of appeal. One 
complained: 
The selection procedure is not public, I learnt undor the 
counter that Prof. ... had sponsored me. 
(r 13/4) 
Although Hiwi appointments had to be confirmed by the university I, egistrar and 
were appointed to the Department, the professors used the Hiwis in varying 
degrees for their own work. One was chosen because of her secretarial qualifi- 
cations and had been working as a secretary for a professor at his home for a 
number of years. One Hiwi asked the author to investigate political favouritism 
in the award of posts. When asked, in the questionnaire, what chan, os they 
would recommend in the situation of Hiwis, one called for a more open selection 
procedure, "loss subject to intrigue". 
The strong professorial role (T13/4,5) in tho application procedure is clearly 
reflected in the nature of the work student--assistants waro given (T13/6). 
Work for professors ranged from personal 'tasks such as errands to fetch books 
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from libraries, secretarial tasks (including typing of confidential letters 
and examination papers), to academic assistance - such an working on the 
glossary of an anthology the professor had published. Library duty consisted 
of "largely mechanical" work, such as crossing off books as they were returned, 
and more demanding work, such as cataloguing and recommending new acquisitions. 
One Hiwi stressed the importance of the job of cataloguing, but added that 
Hiwis' qualifications for this work were never examined, so that a Hiwi could 
over time do a great deal of damage if the staff member responsible for ooord- 
ination this work., or the libarian, did not keep chock. The former never did, 
and the latter only very occasionally. Such lack of supervision allowed Hiwis, 
too, against library regulations, to close the borrowing facilities during 
their lunch break, instead of eating by rota. One, who claimed to have benefited! 
from the catalogue work, wrote: 
This scarce post can only be got through connections (patronage) - in my case via the former occupant of the post. 
(r 13/I+) 
Evening duty - which was little more than acting as a hall porter - was general- 
ly seen as tedious, even depressing. Hardly any Hiwi expressed satisfaction 
with the work they did. Most commonly, it was incidental aspects of the work 
that were appreciated - the contact with members of the Department and the 
greater knowledge of the library, the privilege of being able to take out 
more books than their fellow students, or the chance to do one's own work, 
while in fact being paid for other work. The most common denominator was the 
feeling of mental inertia involved: 
Icy only motive for the work is the pay, which is good. The 
library and supervision work is both boring and tiring. I would 
prefer a more academic and mentally simulating kind of work. 
(r 13/12) 
One wrote of the "mindless work" he was required to do. In sum, Hiwis' roles 
were largely those of personal retainer (to professors) and - directly or in- 
directly - custodian of books. 
Apart from their salary, Hivris shared the privileged library borrowing oondi- 
tions enjoyed by the staff and could thus accumulate tons of books at home. 
They also shared the staff privilege of being able to bring coat and case into 
the Department. But while having dutios in the Department, they olaimed to have 
no voice in Departmontal decisions: 
That the Hiwis should have no say in internal decisions 
affecting the Department and the library is undemocratio. 
(r 13/1) 
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They had, in fact, one meeting per semester to coordinate their work under 
the direction of the assistant lecturer in charge of Hiwis, but had no repre- 
sentative at staff meetings. They stood in an awkward posture between the 
academic staff and the student body. Unlike their fellow students, Kiwis were 
paid members of the Department, but they were not members of the academic staff. 
They faced a number of disincentives and institutional barriers against making 
any collective initiative in their own cause. They were a highly transient 
population - though the privileged-financial position of a Hiwi post had been 
held by one respondent for ten semesters. They worked at different hours in 
different places. They came from widely spaced student intakes, but were rela- 
tively close to their terminal examinations. Not only for this last reason 
were they closely dependent on individual professors (their examiners in Finals), 
for their contracts could be discontinued from semester to semester. Further- 
more their original sponsorship by a professor put them under what they saw 
as a moral obligation to him. If they were aspiring to staff posts - as some 
were - this alone was a major deterrent from any initiative to alter the status 
quo, an initiative which could easily - in the crisis atmosphere - be inter- 
preted as agitation. The Hiwis' relationship to the staff was described as an 
acquiescent and conformist dependence. One complained that to be tied to a 
professor and to have to help him in his academic work, alternatively to do 
work for which the University should (sic) be paying qualified librarians., 
was exploitation. 
Data collected allowed some description of the kind of student recruited. How- 
ever the post had been obtained, the motive for applying was in all cases 
primarily financial (T13/3). So that while over half the respondents were 
doctoral candidates (T13/8), the post was clearly not being used - at least 
directly - for academic apprenticeship, but rather as an indirect aid to the 
attainment of a qualification. The extent to which this aid was directed to- 
wards doctoral, rather than pre-doctoral qualifications is not clear, for the 
doctoral candidates were usually intending to take the 'Staatsexamon' either 
before or after their doctorate (Tl3/8). Indeed most commonly the respondents 
had decided to become schoolteachers (T13/11). 
There is evidence that, commensurate with the nebulous orientation of the Hiwi 
post itself, its occupants were in a state of academic and occupational limbo. 
Three of the Hiwis had been at the university for twenty scm©stcrs or more 
without taking a terminal exam. Eight were in at least their eleventh semester 
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(T13/7). 'While half had decided on school-teaching as a career, the other 
half were as yet undecided. Only two of the respondents gave teaching as an 
'ideal situation' career choice, while the great majority gave alternatives, 
that - in terms of conventional Anglisten options - were exotic, ranging from 
psychotherapist to airline pilot (T13/13). Only a quarter of the respondents 
gave long-term occupational goals within school-teaching and even fewer within 
university teaching (T13/12). The low level of career commitment these data 
suggest, combined with the high proportion of doctoral candidates also täldng 
the 'Staatsexamen', suggests that this latter intention was mainly security- 
motivatoa. 
Hiwis' main study motivation was heterogeneous. The slight predominance of 
the wish for vocational training has to be seen against what has just been 
shown. With half seeking vocational orientation or development of social commits-Y 
went as their main wishes from university, it is not surprising - in the light 
of earlier chapters - that two thirds were dissatisfied with the education 
they had received in the English Department. This despite the relatively con- 
servative political position of Hiwis, compared with other high semester stu- 
dents sampled in the Department (T13/11+, T16/51). Their conservative orientation 
had been recognized by one of the Hiwis in the survey, who saw it as no mere 
matter of chance: 
The former right-wing Hiwi-Mafia in the Department has been 
marginally decimated by those leaving (Finals). But it still 
provides (with exceptions) a solid block of conformists from 
whose midst for example Prof. ... chooses his new staff members. (r 13/4) 
Dependence on professors. Mentally undemanding; work. Job insecurity. Non- 
participation in the planning of the Department. Such were the circumstances-'-'-'! 
of those from whom, to a large extent, future staff members were to be selected. 
Not surprisingly it attracted conservative students low in vocational motiva- 
tion. It habituated its occupants to repetitive work and the passivity of 
dependence rewarded by money, privilege and conditional security, rather than" 
encouraging individuality, initiative and professiona] skill. 
2. Student tutors 
The introduction of student tutors in the early 1950's was one of the Ifew' 
institutional innovations in German higher eduoation made by the Free Univor- 
2 
sity. There were two typos of-tutor: so-caned aoa, doz io tutors, who worn to 
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give groups of students academic and pedagogic help, and simply student tutors 
whose task was mainly to help students integrate into the social life of the 
university. All were supposed - bar exceptional cases - to have completed a 
terminal examination. The academic tutors were under the direction of a profes- 
and the student tutors. -under the aegis of a central university officer sor, 
responsible for them. In both cases they were appointed by the Director of the 
Department in cooperation with representatives of the students and tutors. The 
academic tutors were paid a substantial salary, the remaining student tutors 
a modest monthly payment which, however, included funds for theatre visits and 
parties for their groups. of 6-12 students. In view of the lack of integration 
of young students into the Department, and the pedagogic deficiencies of the 
English Department courses, plus - more generally - the lack of contact be- 
tween staff and students in the Department, the tutors had potentially a 
critical role to play. 
In halcyon days the tutors in the English Department had been of the non- 
academic sort, whereby the Directors of the Department had shown their ability -'j 
when it presented no threat to them - to depart from legalism and formalism. 
Would-be tutors were recruited by a "whispering behind the scenes" by indivi- 
dual teaching staff and the elected tutor representative - not by advertisement.,, 
They tended to be recruited from a narrow groups of friends and were few. They IIj 
had to have passed the Intermediate Exam, but did not need to have completed 
a main seminar. Normally professors would never have seen them teach before 
appointing them. In fact most would never have taught before. Nor was instruc- 
tion in teaching provided for them. At the start of each semester these candi- 
dates had met with the tutor representative and a non-professorial staff dale- 
gate. Proposed topics were discussed and the list of tutors with their programme{ 
sent to the Director of the Department and the responsible university officer. 
A former tutor representative said he had never heard of a candidate being 
rejected. Where the courses were parallel to an official staff course, the 
approval of the staff member concerned was required, and was taken as adequate 
whether the latter was a professor or not. Tutorials not attached to an officiai 
course did not in practice require sponsorship by an individual professor. 
On the initiative of a recent tutor's representative the practice of advertising; 
the posts was introduced and planning brought forward. to the end, of the pro- 
oeding semester to allow timely preparation.., These measures resulted in-tho 
number of applicants rising to about fifteen with a consequent extension of 
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the subjects offered. These in turn became more independent of official courses 
and more topical, even critical. The relatively liberal professor and senior 
lecturer running the Department at the time had welcomed this growth in stuäont 
initiative. 
Three weeks before the start of the semester in which the fieldwork began, the 
university officer responsible for tutorial matters wrote to the English Dopart- 
ment stating that most departments had developed their own conventions with 
regard to tutors and that these were agreed between a staff member and the 
tutors themselves. She requested the English Department to tell her their appoint 
ment procedure. 
3 
This the Director of the Department did, writing what "by agreement of all the 
staff" the procedure would "in future" be. The novel elements were that what- 
ever the type of tutorial, the sponsorship of a professor or a Director (i-v. 
also a professor) of the Department was required. Content analysis of his 
single-page decree revealed seven different phrases to the effect that a pro- 
fessor's approval was required. The mechanistic/authoritarian tone found earlier; 
in official documents in the Department is again in evidence: tutors would be 
"eingesetzt" (installed) by professors, and the procedure, it was hoped, was 
now "settled bEyond all doubt. 
A 
The Director of the Department explained to a student representative that no 
student had been invited to the discussion-at which this procedure was decided 
because it was not an official staff "meeting", merely a staff "discussion". 
This particular sophistry was used repeatedly as a device for justifying student 
exclusion. The decision had been taken unanimously. The tutors' representative 
noted the Director's statements "I am simply observing the legal requirements" 
and "I am not interested what happens in other departments. I am trying to abide 
by the law. '$ 
A few days later the students' tutor put forward a list of fourteen proposed 
student tutors, of whom only five were approved by the Director of the Depart- 
ment. None of the candidates were interviewed. Of seven candidates belonging 
to the left-wing political groups, six were rejected, although their qualitioa- 
Lions were formally no different from those of the students rho had been accepted 
The one left-wing candidate taken on was sponsored by the most liberal professor 
and had already been a tutor and tutors' representative. Othorwiso all the 
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proposed topics that implied a challenge to the approach to Anglistik practised 
in the Department were rejected. The Director accused most of the applicants 
of having departed from the previous practice of consulting a professor. But 
in fact this had not been the normal practice - only one of several. Secondly, 
even if this could explain the rejection of some, what of the others? Instead 
of informing the tutors' representative - as was customary - the Director 
wrote individually to each of the fourteen applicants, an innovation whose 
intent became clear at the latest in a following letter by the Director, -oxpros- 
sing readiness to conduct negotiations with a representative elected from the 
five approved candidates. All of these had meanwhile written collectively pro- 
testing that they had been preferred to others equally qualified for the posts, 
and that the unprecedented non-confirmation of their fellow students had been 
clearly on other than academic grounds. They wrote that they a) were too few 
to do the work and b). could not justify their election to their fellow students. 
They called for a statement of the selection criteria used, and an explanation 
of the secrecy surrounding the selection procedure. They called for a meeting 
of staff, students and the university official responsible for tutors to 
clarify the matter. The tutors' representative also called for such a meeting. 
It was by now three weeks after the start of semester, but a date by which, 
in previous semesters, student tutorials had hardly begun. The Director of the 
Department took three weeks to reply by which time he said that it was too late 
for such a meeting to be "profitable"; they should wait for the new university 
law. 
This account of a conflict shows methods professors in the Department used to 
retain, indeed to extend their powers, when these were challenged from inside 
and outside the Department: 
1. Appeal to a formalistic/legalistic frame of reference, 
2. An arbitrary interpretation of the law to the point of 
sophistry. 
3. Dismissal of reference to their own customary practice and 
that of the Department (in favour of reference to the law), 
4. Reversion to arguments of precedence and convention to support 
legal arguments (in view of 3) the use of a double standard). 
5. Assertion of a staff unanimity whose basis has been shown in 
Chapter X1. 
6. The double assertion of their position as professors and 
directors of the Department (though in face one automatically 
implied the other). 
{ 
ýý 
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7. Secrecy in decision-making processes and criteria. 
8. The apparent use of political and personal criteria in 
appointments to public academic office. 
9. Non-recognition of elected student representatives; instead 
direct appeal to professorially selected students to elect 
their own representative. 
10. Temporal stalling with reference to pending legislation. In 
this they could rely on the longevity of their tenure against 
the rapidity of student turnover, 
This was the form of professorial exercise of power under which student tutors -` 
a secondary recruiting source of future staff - were learning to work. At the 
same time the arrangement permitted the tutors at least a trial-and-error 
experience of university teaching, for the lack of pedagogic training and of 
quality control shown in the teaching of the Department also applied to student 
tutors and tutorials. 
1. Doctoral candidates 
Doctoral candidates, again like the 'Staatsexamen' candidates with their 
examiners, and the selection of student assistants and tutors by professors 
were found to have selected their "Doktorvater" (literally "doctoral father") 
or - much more commonly - have been selected by him for a variety of reasons, 
sometimes non-academic. There were contemptuous accounts by some of the doctoral 
candidates of the premature and scantly based offers of postgraduate study they 
had received from professors. A 'star' professor, 'or-a popular one, would of 
course tend to attract doctoral candidates. G3ven# though, the absence of star 
professors and the frequency with which professors ' selected. candidates in the 
English Department, other motives for a professor-aocumulatin,; doctoral candi- 
dates must be sought. One reason would be if a-professor -for whatevor motives . 41 
was wishing to build up a 'school' around himself,, or, a following of dependent,, 
potential staff members - conceivably as a powor base. It is a matter though 
in which proof would be difficult. One professor was know 1 for the relative 
ease with which he handed out doctoral subjects. Ho was the 'Doktorvator' 
for almost half - later more than half - the doctoral candidatos in-LLtho`Dopart- } 
ment.. Another professor, known for the difficulty he had in producing finished 
texts, had never had a candidate complete his doctorate. 1[e was avoided-by 
would-be doctoral candidates, of whom he had relatively. few. 
The themes of dissertations also appeared to oomo asýa rulo fror 'the profassora 
themselves. The dominant role of the professor is refleotecl in the fact that 
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the list of current doctoral work in the "Saarbruecken Information" records 
only the name of the supervisor, rather than the candidate -a practice which 
had been passed with approval by the 'Anglistentag'. 
5 It is in line with the 
practice elsewhere in Germany of doctoral publications showing on their cover fi 
the name of the supervisor and not the author. The corresponding subordination 
of the candidate sometimes evident was typified by one who complained of being 
used as an errand-boy for tasks that his supervisor could have Bono himself, 
such as carrying a piece of paper or book across a corridor in front of thef 
professor concerned. The thesis subjects were criticised by some recipients 
as being either insufficiently interesting or not worth-while. Some wore found 
scarcely viable. One respondent reported that by producing a dissertation on 
such a trivial subject as had been provided., with a 'Doktorvater' of such 
poor repute, he would do himself more harm than good. This candidate had re- 
jected two topics offered and had felt he could hardly reject a third. A certain 
repetition was clearly evident in the subjects set, hardly suggestive of origi- 
nality. Hence the recurrent formula A. + B (Mimicry and Gesture in Storno, 
Genesis and Form of the Dubliners etc. ) often in alliterated form (Art and the 
Artist in Thaekeray, Murder and Murderers in Dickens, etc. ). These and others 
often bore strong signs of excessive positivism, as with a candidate writing 
on interiors in the Bronte sisters, reputedly compiling a file of furniture 
references. Just as the themes of the 'Hausarbeit' were sometimes extensions 
of seminar papers, so the doctoral themes were sometimes extensions of the 
'Hausarbeit'. The question as to what calibre of candidate would be likely to 
accept this kind of research topic, thrust upon him in this manner and under 
the following working conditions becomes largely rhetorioal. A convention 
existed, too, whereby a candidate had to drop a subject, if during his doctoral 
work he discovered - or there appeared -a dissertation elsewhere on the same 
topic. Resort to such a false guarantor of originality-betrays the self-contra- 
dictory basis on which doctoral work was conducted. 
The post-doctoral training was reported as poor, or virtually absent. There 
were no systematic postgraduate courses whatsoever in the Department. The inter- 
mittent series of private gatherings arranged by some 'Doktorvaetor' for their 
doctoral candidates were seen as ineffective. In the words of one: "I was 
simply left to swim". Ready-typed copies of dissertations were, on occasion 
rejected by the supervisor, for reasons, which, 'in the candidate's oyos, could 
have been given prophylactically at a far earlier stage, The lack of instruction 
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in methodology found earlier in the undergraduate syllabus was found again 
at postgraduate level. Candidates complained that generally professors had too 
little knowledge of the specific area to be able to help in other ways. Their 
function was most commonly reported to be that of drawing attention to second- 
ary literature and providing-the occasional idea, though they did this but 
little. 
6 
The candidates themselves appeared to see their research as being - way above 
all - in furtherance of their own career interests; only secondarily - if at 
all - as a useful contribution to knowledge, and rarely as being of benefit 
to the society in which they lived. The marking of the dissertations, it was 
reported by staff members, had on occasions produced considerable disagreement 
among the professors in the Department responsible for the first and second 
assessment. As with the 'Staatsexamen', there were no public criteria and pro- 
cedures by which the individual professors assessed post-doctoral work. External; 
examiners were not used. There were reports of professors' horse-dealing over 
each others' doctoral candidates' marks. One professor, in an interview, could 
not give a reason for the mark of the first examiner being known to the second, 
before the latter arrived at his verdict. 
As will be seen in the survey of academic staff, members of staff generally 
held the research done in the Department in low esteem. In one of the teaching 
courses, the author observed the following dialogue between the teacher -a 
professor - and one of the students: 
Student: (suggests that a recent dissertation by a member of 
the Department's staff on the novel being studied 
in the course, be looked at). 
Teacher: (agrees). 
Student: "The work isn't all that bad -by Berlin standards". 
Teacher: "There is a lot of paraphrase in it", 
Student: "The first part of it tells of the similarity between X 
[the novel's hero] and Y [it's, authorj, tho second part 
retells the story. I must admit i prefer the aricinal. " 
Teacher: "So do I. I don't consider the thesis a mastorpioeo" 
Student: "I was pretty sour by the time I'd got through the 
thing. " 
Teacher: "Only a thesis doesn't have to be a, masterpiece. A 
thesis is merely a piece of academia, approntiooship. 
In view of the non-academic method of recruitment of-doctoral oandidutos, a 
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- high rejection rate in the doctoral examination might be expected. In fact 
once the dissertation was presented, total failure was virtual]yunheard of. 
Against this were a number of theses broken off - sometimes after several 
years work - either for lack of funds (there were no state studentships, so. 
that doctoral candidates tended to rely on a Hiwi or assistant lecturer post), 
or for disagreement with and loss of sponsorship from the professor.? The 
professor thus wielded considerable power as both the key to income and as 
ultimate adjudicator of the dissertation. 
The combination of the following factors in the situation of doctoral candi- 
dates in the Department would appear tailor-made to foster lengthy maintenance 
of a subservient posture and academic complacency: 
1. Relatively advanced age. 
2. Low status and responsibility. 
3. Personal dependence with low job security. 
1ý. High academic security. 
5. The value of the 'Doktor' title in Germany. 
6. The lack of alternative academic career routes for a doctoral 
candidate. 
The staff members ultimately delegated to provide the author with data on the 
1 
Department had no record or recollection of A. Department research project 
being conducted in cooperation with a research foundation, or an industrial or 
commercial firm. Only-one 'Habilitation' had been completed in the Department 
over the preceding decade. 
Z. Conclusion 
In all three avenues of recruitment to the staff, the need for sponsorship by 
an individual professor loomed large, In all three oases the criteria on which 
this sponsorship was given, withhold or withdrawn, romainod unpub]. io and 
obscure, In none of the cases was a training in teaching - or other qualifioa- 
tion that would have offered a substantive right to the work - provided. In 
different ways professorial approval not only had to be gained, but nurtured 
and kept. It was not surprising if unorthodox views were roprossod and poroop- 
tible action avoided, nor if a fixation on security rather than professional 
commitment was the hallmark of these potential recruits to the staff. 
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Notes to Chapter XIV 
The term 'Hiwi' is a current colloquial abbfeviation for 'wissonsohaf t- 
licher Hilfsassistent' (academic auxiliary). 
2 This student tutor system is not to be confused with the British tutorial 
system. The tutors were not members of staff, but students - i. e. it was 
a peer teaching arrangement. For a description of the system see B. Dohrcndt, 
'Achtzehn Jahre Tutorenarbeit an der Freien Universitaet Berlin', Hamburg, 
1969. 
3 Letter of 21+ March 1969. 
4 Letter of 15 April 1969. 
5 Protocol of the 'Anglistentag 1971', held in Munich, 27-29 September 1971- 
6 
That the doctoral arrangements and work described in this chapter are far 
from uncommon is suggested by Hentig's colourful satire in H. v. Hentig, 
Universitaet und Hoehere Schule, p. 36. 
7 Of 45 dissertations started in the English Department up to September 1970, 
14. had been completed and 8 given up before completion. (Source: 
T. Finkenstaedt and M. Redelborger, Anglistik 1970, p. 79). Without dates 
of commencement, interpretation of these figures is difficult, but on 
the same basis of comparison the data show that these were by no means 
the lowest completion and highest abruption fractions for English 
departments in West Germany. 
8 Ibid., p. 74. 
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xv 
THE ACADEMIC STAFF 
In the preceding chapters descriptive analysis of the structure of the Depart- 
ment has been predominantly constructed from perspectives and experiences of 
its major clientele, the student body. The numerous dysfunctionalities re- 
vealed beg questions as to the performance of the staff in their administration 
of the Department. An extensive questionnaire survey of the staff, tape recorded 
interviews of staff members - from assistant lecturers to professors - documen- 
tary evidence and observation were used as the data basis. 
The questionnaire, though no longer than, or substantially different from 
others used in the research met with the lowest initial response rate of any. 
Four of the respondents lost their questionnaire before completing it, so that 
replacement copies had to be provided. Furthermore, a small minority of re- 
spondents treated the questionnaire with a flippancy or laxity not met with 
in any of the other surveys. One senior lecturer contented himself with answer- 
ing a quarter of the questions - in part with facetious answers, for example: 
(What would you consider the optimal number of staff and 
students for an English Department? ) 
One university teacher and one student (preferably female). 3 
The respondent concerned referred to the research in an accompanying letter 
as an attempt to set up "a confessional for dons". His explanation of his 
behaviour: 
... It seems to me generally pointless and misleading to answer 
many of the questions with average figures and estimates. With 
other questions no serious answers came readily to mind. ... 
Where the questions were about myself, my deeds and thoughts, I 
have skipped them - not from natural mistrust, but because it is 
against my nature to say anything about myself. Voila. 
An application by the research worker'to observe staff meetings was also re- 
fused. 1 Reasons given by one professor included the abstruse argument that if 
the research worker were admitted they would also have to allow admission to 
reporters from the tabloid press. Another professor revealingly claimed that 
it would set a precedent, and that they would then not be able to exclude a 
young left-wine research-worker, should one approach them. An assurance was 
given - officially and unofficially - that the refusal was in no way because 
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of the person of the research-worker. It was striking that the author could 
have been admitted less-than a year previously as a lector, yet be refused 
this once his status had changed to that of an outside educational research- 
worker sponsored by a prestigious research foundation. Here the staff's col- 
lective behaviour jarred strikingly with their professed opinions as indivi- 
duals -a phenomenon to be found at other points in this chapter. Thus over 
half the staff respondents claimed to consider research into the teaching and 
study situation of individual academic disciplines in the university to be 
urgently needed. Somewhat fewer considered it merely desirable (T17/106). 
If this approval was noticeably less whole-hearted than that of students (see 
T5/97 and Tl6155), it was still substantial. Moreover, again, while staff 
stated a far higher preference that the staff itself conduct such research - 
a prospect which not one of the students supported - almost half favoured 
such research being conducted by an outside educational research worker (T17/ 
107). The credentials of the author would thus have seemed designed to meet 
their wishes. 
A junior member of staff offered his explanation as "the German professor's 
hostility towards sociology", a hostility often noted elsewhere. While the 
author did occasionally meet with hostility or scepticism amongst the staff 
towards sociology, far more common was apparent ignorance and laok of imagina- 
tion as to what sociology and educational research could have to do with their 
own sphere of activity. A third explanation was given by a professor in the 
Department in terms of staff resignation. A fourth component was apparent from 
key informants' accounts of the way the author's questionnaire and request for 
access to staff meetings was treated in these. There were strong indications 
of fear of exposure. This fear, individual and collective, which played apart 
in other spheres of staff activity, is one of the phenomena, this chapter will 
attempt to explain. 
1. The promotion structure of the staff 
At the time of the survey there were Str. full and part-time aoademio staff in 
the Department, including those on sabbatical loavo. The staff comprised: 
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Table 13. THE ACADEMIC STAFF OF THE ENGLISH DEPARTMENT 
SUM ER SEMESTER 1970. 
FULL-TI 
STAFF 
PART-TIME 
ST ', 
TOTAL 
Professors .,.. .......................... 
!ý 1 5 
Senior lecturer (Akad. Oberrat) .......... 1 - 1 
Lecturers (Akad. Raete) ................. 
8 - 8 
Senior Assistant lecturer (Oberassistent) 1 - 1 
Assistant lecturers ..................... 
8 - 8 
Lectors ................................. 3 - 3 
Part-time lecturers ..................... - 8 
8 
Total ................................... 25 
9 31+ 
Of the full-time staff, all four professors had tenure. It was on their 
decision that senior lecturers, lecturers and assistant lecturers, lectors 
and part-time staff were appointed, though approval by the Philosophical 
Faculty was required - usually a formality. Vacant posts were generally not 
advertised in the press or professional journals. Assistant lecturers werd 
generally required to have completed a first degree, alternatively to hold a 
doctorate. Their tenure was normally limited to four years, during which they 
held the status of "temporary civil servants", which meant that they wore 
bound to obey their superiors' official orders and could be dismissed from one 
term to the next. The full lecturers had to hold a doctorate and to have been 
assistant lecturers for three years. After a further three years probation as 
temporary civil servants, full lecturers became permanent civil servants. 
Professors generally had to have the "Habilitation"p a post-doctoral degree 
awarded by the Faculty on presentation of an ostensibly major piece of research 
and a lecture (to demonstrate pedagogic competence), followed by a discussion. 
They were permanent civil servants. There were intermediate posts of senior 
lecturer (Akademischer Raoto) and senior assistant lecturer, (V7issonschaCtlicher 
Oberassistent) which could be awarded to lecturers and assistant lecturers of 
three years standing. The qualifications of lectors and part-time lecturers - 
beyond possession of a first degree - varied greatly. 
The career structuro in the Department was thus charaotorised. by groat profos- 
sori. al power in appointment and tenuro decisions, and thereby over the moans 
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to professional qualification. This power was further reinforced by the 
obedience entailed by the civil servant status of most of the hierarchy. In 
the case of non-civil servant appointments (particularly those of lectors and 
assistant lecturers) non-renewal of contract was potentially a forceful sanc- 
tion. In addition, a marked vertical hierarchy is seen in the number of grades, 
the titles (Oberrat, Oberassistent) and in the emphasis on tenure, i. e. 
seniority, as a qualification for promotion. But it was a hierarchy with a 
marked status and power chasm between the highest rank - that of the professors 
and the rest. In terms of status this was evident in salaries; of the span of 
six salary categories occupied by full members of the academic staff in the 
Department, the professors were all in the topmost category, not one member 
of staff was paid according to the next two categories, and all the remainder 
of the staff were spread over the lowest three categories. The same status 
gap was evident in the fact that the professors each had three to five times 
as much office space as any other member of staff. In terms of power, the 
professors alone were responsible for Departmental policy. The Department's 
whole annual finances were based on the sum of money they had each managed to 
negotiate on appointment (raised each year to defray depreciation) and not 
on any per capita formula, let alone on any Department policy decisions. The 
professors' power to appoint and dismiss staff has already been described. 
They were the only status group who officially had other staff members appoin- 
ted to assist them with their work (for example, with correction of exams and 
course papers, and with "personal tasks"). 
With such a career structure, the composition of the Department's professoriate 
was clearly of major importance. The method of their recruitment has already 
been described in Chapter III. By its nature it failed to ensure a considered 
distribution of competenees over the field of English Studies: three professors 
for literature and only one for philology in a Department catering almost 
entirely for prospective teachers of English as a foreign language. The philo- 
logy professor had obtained his professorship for classical philology and 
there was no guarantee of his qualification to organiso the modern English 
language - lot alone the linguistic - facilities that such a Department might 
be expected to provide. Of the three literature professors, two were from an 
identical "school" and the philology professor was a specialist in diachronic 
philology, particularly old and middle English. There was thus a subjoot im- 
balance both within and between the academic sections of the Department. This 
i 
1 
si 
A 
e 
t 
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imbalance was itself a cause of friction amongst the professors. Professorial 
friction and incompatibility had a long and well-1iown history in the Depart- 
ment, which would need explanation largely in personal and psychological terms. 
The professors rarely and only irregularly met as a group, had next to no 
academic contact and no pair of them were on social terms outside the univer- 
sity. Three of the professors were over sixty and therefore approaching retire- 
ment. Three of them were known to be in poor health. Two had war experiences 
behind them which had affected their careers and in one case loft a deeply 
marked and notoriously difficult personality. Two had come from East Germany, 
a factor perhaps strengthening the conservatism to be expected in a priviledged. 
and in this case elderly - elite. 
2 Three of them knew that they had been re- 
cruited in a period where there was a shortage of candidates, and by a process 
of closed competition. One had not obtained the 'Habilitation', a status symbol 
arguably essential for parity of esteem and self-esteem in the professoriate. 
The professors' style in committee will be dealt with later; for present 
purposes the lack of a cohesive team of institutional directors is thus estab- 
lished as an important element in the lack of directorial policy in the Depart- 
ment. Secondly, the relative lack of eminent academic qualification, and the 
absence of qualification in areas of the discipline increasingly in demand, 
compounded by the professors' average age and personality structures$ made it 
likely that reform initiatives and direct attacks from students would be re- 
ceived as threats and call forth defensive and potentially vindictive reaction, 
This was all the more likely given the falling status of the university profes- 
sor and the reduction in professorial power, imminent under the coming Berlin 
University Law. 3 
The cyclical pattern of staff recruitment alluded to in Ch. II thus assumes 
a pathological potential. The Department, for lack of 'star' professors and 
of a positive teaching or research reputation, could not be expected to have 
attracted particularly able students, a phenomenon reinforced by the reputation 
of Anglistik as a soft option. Under these circumstances reliance on internal 
appointments to the staff was likely to be debilitating. 
4 Furthermore the 
professors (here a phenomenon conceivably widespread and certainly rumoured in 
the case of this Department), insecure and under throat in the late 1960's as 
never before, may have been unusually wary of appointing staff whose abilities 
presented a challenge to themselves, political or academic. One professor -- not 
notoriously conservative - on being asked what personal characteristics he 
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looked for in appointing staff, replied: 
The university teacher must have a certain image and habitus. 
He must be reliable, show a certain conformity and be able to 
fit into the academic set-up. 
Conformist apprenticeship for attainment and retention of office were seen in 
Chapter XIV. Over half the non-professorial full-time staff had been 'Hiwis', 
student tutors, or both (T17/ll, 12). In other worts the promotional hierarchy 
is clearly shown to have started, by and large, with the tutor and 'Hiwi', post. 
Conformism was further encouraged by the prevalence and marked privileges in 
Germany of civil servant status and the ease with which this could be gained or 
lost in the lower reaches of the academic hierarchy. The marked role of the 
individual professor in the assessment of the doctorate and the 'Habilitation' 
further fostered academic and personal conformism and the search for profes- 
sional security. The norms fostered by the staff structure thus ran congruent 
with the search for security already found in undergraduate recruits to the 
discipline. 
The inbreeding of this acac dc closed shop had numerous repercussions. Given 
the lack of a coordinated Department policy amongst the professors, there was. 
much elbow room for personal patronage. Staff appointments were thus largely 
at the instigation of individual professors. They reflected the imbalance in 
the fields of study and the limited academic approaches of the four of them. 
Thus the professor on the philology side had recruited exclusively diachronic 
"I 
philologists speaiali&od in old and middle English - his own field - to the 
full-time staff, with the result that, apart from lectors, there were no specia- 
lists in the study of contemporary English, British society, etc. Furthermore 
the distribution of professorial competence could work with a dysfunctional 
multiplier effect in staff recruitment: one professor had sixteen doctoral 
candidates while another had only two, without their being any attempt to relate 
this ratio to the varying supervisory competence of the different professors. 
A professor's desire to build up his own "school", for whatever motives (aeado- 
mic, charismatic, authoritarian etc. ), could indeed be inversely related to 
subject competence and supervisory skill. One professor, known for his premature 
selection of doctoral candidates, had correspondingly many. The internal staff 
recruitment pool thus became skewed. 
The outcome of those factors was particularly clear in the unusually high 
number of senior lecturers in the Department. By law, the funetion of senior 
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lecturers was to undertake so-called "permanent tasks" (generally understood 
to be administrative tasks), and teaching (in practice of junior and mid-somoste: 
students). This combination effectively made it difficult for them to obtain 
the 'Habilitation' and thereby access to a professorship. In the Department 
there appeared to have been not one 'Habilitation' for the last decade and - 
for equally long - no senior lecturer from the Department had obtained a- 
professorship in another university or college of education. Not that there 
had been a dearth of such vacancies for Anglistik in West Germany. 
6 (And full 
lecturers often lacked even the necessary qualification to fall back on school- 
teaching should they need, or at a future date wish, to leave the university). 
Complaints were made to the author by those affected, that professors in the 
Department did not relish full lecturers acquiring their 'Habilitation', be- 
cause it was useful for the professors to have under them middle-ranking staff 
responsible for administrative work. If this state of affairs caused dissatis- 
faction amongst the lecturers, the fact that conformist unobtrusiveness could 
for them (unlike the assistant lecturers) secure permanent civil servant status 
and a secure niche in the university was an attraction for the security-minded. 
Full lecturerships thus threatened to hatch two stereotypes - the frustrated 
careerist and the unambitious security seeker, alternatively status ambivalence 
between the two. The tenor of previous data on the Department suggests the 
security-seeking orientation predominated, and more evidence for this conclusion, 
will be presented. Again, the professional qualifications of full lecturers 
} 
were easily challenged: designated as teachers and administrators, they had 
no professional training in either function. Their academic qualifications, 
acquired through the existing doctoral arrangements, being, highly orientated 
to those of the professors in the Department, were by implication. opon to the 
same attack. In addition, their status was threatened by their total delegation 
to administrative duties under the imminent University Law. 
Assistant lecturers had a minima], teaching load of generally two hours per 
week (as against the six hours of professors and leeturers), generally little 
administration and much time for research - either to complete their dootoratos 
or to work towards the 'habilitation'. Their chief problem was the limited 
period of their contracts, the resultant insecurity, ' and dependence on "their" 
professor, who was their sponsor, contractor and potential examiner all in one. 
The effect of this global dependence should not-be underrated: it affected 
assistant lecturers' behaviour in staff meetings, the orientation and conduct, 
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of their courses, their choice of student contacts and the extent to which 
they were prepared to communicate with these. Where it did not produce inner 
conformity, it appeared frequently to widen the cleft between public and 
private values. Even so, the relationship was frequently precarious. One 
doctoral candidate, incriminated by a lecturer for former student activism, 
had to sign a statement declaring his constitutional loyalty, before his "doc- 
tor-father" would finally recommend him for a post. Another assistant lecturer, 
on receiving a phone call at his-home one evening from his "doctor-father" 
while the author was present, remarked: 
That was my lord and master. He has rung me only three times 
in three years. I always think I've done something terrible. 
Another commented on the position of assistant lecturers in the Department: 
Would-be assistant lecturers still have no idea how strong the 
pressures put on them in the English Department will be. Not. 
just verbal threat, but the amount of work they will have to 
do for professors. And how little they can do about it. Even 
the most servile of them will be reluctant to reveal publicly 
how totally dependent he is; he is too frightened and unwilling 
to expose his personality. So their position remains as 
unenviable as ever. 
One, who ultimately broke off his doctorate, told how his relations with his 
supervisor had never been good from the time he refused to carry a piece of 
t 
paper across the corridor for him, while his supervisor himself went empty- 
handed. In recent years at least two doctoral candidates had broken off their 
thesis after presenting a full draft. One assistant lecturer had his contract 
terminated after personal disagreement of a not purely academic natura with 
his professor. The survival of the term "doctor-father" for supervisor is 
clearly not insignifcant. 
7 
The part-tine lecturers, all practising school-teachers, were at least in part 
recruited from a chain of school acquaintances of one elderly professor. Re- 
cruitment of leotors was from the chance spread of itinerant Englishmen who 
chose, on their own initiative, to apply. Most of these lectors had no academia 
qualification in English or sociology, though they taught language, literature 
and social studies. 
2. Staff guslifications 
Information on these was obtained not merely for those answering the question- 
nairos, but for the whole staff. To this end, the questionnaire responses wore 
ý. 
,ý ý, 
i; 
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supplemented by a laborious combing of the - occasionally ambiguous - entries 
in doctoral theses, academic registers etc. 
The rarity of 'Habilititationen' in the-Department has already been noted. 
All those professors employed full-time in the Department who had their 'Habi- 
litationen' had obtained them at least ten years earlier (T17/6). The one 
professor without his 'Habilitation' had obtained his doctorate more than 
thirty years earlier. The full-time professors in the Department had held 
their offices for 14,9,7 and 4 years respectively. There was no provision 
for securing a minimum quality or quantity of subsequent research on their part, 
merely reliance on the presence of personal aspiration. ti`Thi. le, of the staff as. 
a whole, two thirds had doctorates, only a third had the schoolteaching quali- 
fication of the Second 'Staatsexamen'. Amongst full staff members only a 
quarter had. There was thus a marked deficit of relevant practical experience. 
8 
Only two out of 26 claimed to have had any formal training whatsoever in univer- 
sity teaching (T17/36). All this in a Department where 9O; 1Z of the students 
were seeking a preliminary qualification for schoolteaching and where the 
standard of teaching was so heavily criticised. The Department itself provided 
no pedagogic training for recruits to the staff. 
From information obtained about staff members' former subsidiary subjects, 
there was very little even here by way of academic qualification outside modern 
languages. Of those qualifications held by the staff, there were very few in . 
which the main emphasis lay outside Anglistik (T17/2). Geographically and insti- 
tutionally, too, there was a strong attachment to home ground in the location 
at which qualifications were obtained (T17/3). If one eliminated the professors 
who had all been called from elsewhere - and the foreign leotors, there were 
only two full staff members who had not obtained their qualifications in Berlin, 
and indeed in the English Department of the Free University. The marks they 
had received-tended to have been 'very good' or 'good' (T17/4). Strikingly, 
the first qualification tended most often to have been gained with a high mark, 
presumably leading to the offer of post-graduate work and/or a staff appoint- 
ment. The relatively few who had taken the Second 'Staatsexamen' tended to 
have received a somewhat lower mark. If validity is attributed to those latter 
marks, their lesser profile would point significantly, in a Department where 
students claimed a lack of vocationalism in the courses offered. The relatively 
high marks obtained in the doctoral work - much of it done in the Department 
itself - coupled with the low esteem in which the Department's research was 
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held by its members (see later), raises doubts as to the quality of examiners' 
assessment of the doctoral work in the Department. Similarly, very little 
experience of other spheres of life outside the Department was brought in by 
the staff - at recruitment or subsequently. Amongst the respondents only one 
of the full-time staff had held office in a professional or academic society 
and only two were involved in time-consuming extra-university aetivites (T17/ 
10,20). 
To an outside observer, the denominator most strikingly common to the so data 
on staff qualifications is the in-breeding and insularity they reveal. To 
summarize: the staff tended, with few exceptions, to have been recruited 
solely from Berlin, and solely from the English Department of the Free Univer- 
sity; they tended, with few exceptions, to have all been main subject Anglisten;, 
their subsidiary subjects were, as a rule, other modern languages; they tended, 
with few. exceptions, to have had the same small group of postgraduato super- 
visors; and the full-time staff tended to have taken qualifications solely 
within the university, rather than more outwardly oriented qualifications such 
as the Second 'Staatsexamen'. 
ý. Professional values and attitudes 
Respondents were asked why they had become university teachers. The majority 
simply expressed interest in, or enjoyment of academic work, in a numbor of 
cases using the cliche "teaching and research. " If the use of cliche' suggests. 
lack of a reflected occupational choice, so too, did other types of answer. 
A sizeable minority gave (sometimes exclusively) procedural or arbitrary 
reasons: 
(Why did you become a university teacher? ) 
Because I was asked by a professor if i would like to become 
his assistant. In addition ... (r 17/18) 
Because I came across a functional vocal stop in 1963. (r 17/8) 
Chance: (r"17/6) 
Whero pleasure or interest in either teaching or research wore mentioned, no 
reason for this pleasure or interest was given. The more detailed and differe- 
ntiated answers tended to an amaldum of professed interest in the subject und 
opportunism: 
I* Interest in the subject. 
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2. Favourable circumstances just now (new university laws and 
new universities needing staff). ... (r 17/23) 
Interest in English literature; revulsion at any own experience 
of school; few other jobs open to an Anglist. 
(r 17/5) 
Not one claimed social, political or ethical commitment as a motive. Indoed 
withdrawal more frequently appeared to be the case: 
I like teaching. Because I take my subject seriously, I decided 
to teach at a university rather than at primary or secondary 
school level. 
(r 17/9) 
Respondents often expressed difficulty in replying - briefly or otherwise - 
to a question asking for a description of their academic approach. This, too, 
was a question which was often avoided. Of those answering, several called 
themselves positivists, though sometimes with qualifications: 
(How would you describe your academic approach to your subject? ) 
1. Positivist 
2. Convinced Catholic, which certainly affects my approach to 
many academic problems. 
3. Aesthete. 
(r 17/23) 
A similarly diffuse conglomerate of concepts characterised the most detailed 
answer given: 
General curiosity, homo ludens (q. v. Gustav Bally 'Vom Spielraum 
der Freiheit'), liberal humanist, but with a conscious regard for 
social responsibility, though I wouldn't concede society the 
right to supervise my research, which I would with regard to what 
I teach. Under no circumstances socialist! Topitsch. TJot techno- 
cratio. 
(r 17/. 8) 
One element of this - the attempt at definition by negative demarcation - 
recurred in the answers. It should also be noted from the above that an admis- 
sion of ideological commitment was not the perogative of left-wing respondents. 
The latter were distinguished, though, by their difficulty in moving away 
from their own positivist undergraduate and postgraduate education: 
(Same question) 
In transition from a historical-positivistic practice to 
a critical, historical-dialectical theory of litoraturo. 
(r 17/5) 
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Attempting by means of a none too secure knowledge of pditical 
and economic theory, a dialectical-historical approach. 
(r 17/13) 
I've only just set about finding my approach and considering 
critical theories of literature for the first time: I never 
did this as an undergraduate. 
(r 17/27) 
A further group of answers centred on pragmatism. One respondent replica that 
he was an "artistically inclined pragmatist". Another. 
Pragmatic, i. e. I don't believe in thinking in categories which 
restrict what one can say or will say when one begins. The 
primary question is: "Knowledge for what? " After this has been 
answered, then the person can begin his work. 
(r 17/7) 
It was only amongst the professors that there was an admission of "opennon to 
all academic approaches", though even this was not without self-doubt - as 
with the professor who described his approach as "? eclectic". Clearly in a 
capable academic the attempt to have the best of all academic worlds has ad- 
vantages. For the less able the dangers of obtaining - to use a German expres- 
sion - everything and nothing are equally apparent. Another professor admitted 
difficulty in answering, but bracketed his approach with that of the professor 
in whose "school" he had been trained, a device sometimes used by younger 
staff, too, suggesting how pervading this tradition of academic patrimony was. 
At all levels of staff there were claims to the maintenance of "academic stan- 
dards" ("Wissenschaftlichkeit"). The diffuseness of the answers already quoted, 
though, and the many circumstances in the Department under which an appeal to 
"academic standards" was made, suggest the term was being used as a multi- 
purpose trademark of sobriety for whatever posture or act a protagonist 
favoured, or as a veil to conceal lack of clarity or substance. The same ap- 
peared true of the epithet "critical", fashionable amongst the left, but divor- 
ced from Adorno and a philosophical basis. 
It is perhaps not surprising; in view of all this that isolated suggestions at 
staff meetings to hold a seminar on methodolo ro for students., had never been 
accepted, and indeed on one occasion had bean turned into a bawdy joke. There 
had in the memory of senior staff members never boon a staff discussion on 
the degree to which methodological consensus and diversity should be aimed at. 
A year earlier students had publicly demanded that the staff critically review 
its approach to literature and aesthetics. The signed reply of a group of 
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lecturers and assistant lecturers has been quoted already: 
The lecturers and assistant lecturers wish to make it clear that 
they do not consider themselves a teachers' collective obliged to 
defend any one ideology or view of art. Their differing qualifications 
(English/Classics.. English/German,. English/French etc. ), their 
personal values, their different research interests etc* etc., and 
the varying goals from-course to course necessarily imply different 
teaching methods. That the senior and junior lecturers critically 
review their approach to art and their teaching methods by means 
of preparatory reading goes without saying ... ' 
This isolated case was the nearest the author could find to a collective 
written statement on the academic orientation of the Departments but the 
polemic ("ideology", "teachers' collective") and the evasion ("Goes without 
saying") were typical of lecture-room exchanges. 
Two thirds of the full-time staff claimed research, rather than teaching, to 
be their main professional interest. This ratio was reversed amongst the part- 
time staff (Tl7/11+). Only one of 27 respondents and none of the full-time 
staff gave university administration and only two gave student counselling 
as their main interests -a significant finding in a Department where there 
were no full-time professional university administrators nor full or main-time 
professional student counsellors. 
In most cases the long term occupational goal of full-time staff was - where 
known - to become a professor. One added that he saw no alternative. When asked 
their long term academic goals, the majority either skipped the question, gave 
their aims as a doctorate or 'Habilitation', or made vague statements about 
doing research and teaching. Untypical were a few young, staff, who, as was, 
seen earlier, were attempting to break away from the habits of the Departments 
(What are your long-term academic goals? ) 
A methodological history of Anglistik. 
(r 17/5) 
... to make a bridge between linguistics and literature. (r 17/20) 
In this they were undoubtedly encouraCed by now university laws in Wont Berlin 
and West Germany, opening hitherto absent prospects of profossional mobility. 
Asked to give their own priorities in the orientation of undergraduate oduoa- 
tion, the staff opted for a sequence similar to that expressoll by students (17/ 
71, T5/95, T13/9, T14/22 and T16/k6). They were also not ignorant of the stu- 
dents' main interest in a vocationally oriented course (T17/70). 
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Four fifths of the staff claimed to be very interested in politics, most of 
the remainder expressing some interest (T17/l04). As with students (see for 
example T5/84., T16/51), respondents from the academic staff most commonly (in 
almost half the cases) classified themselves as centre or as being moderately 
conservative (T17/105). There is evidence, here and elsewhere in the data 
collected, of both the staff and students seeing each other as more radical 
and reactionary - respectively - than each considered themselves to be. Thus 
a professor widely thought to be ultra-right and one of the most reactionary 
members of the Department, denounced on student posters as a fascist, classi- 
fied himself as 'moderately left'. Precisely because of this problem two staff 
members and two students were each asked to place the staff in a rank order 
along a conservatism-radicalism continuum. The four rank orders correlated alosel 
with each other. 
9 It was found that while staff seniority and conservatism 
were positively related in them, the most conservative of all were a group of 
full lecturers, a fact confirmed by their own self-ascription in the survey. 
This may be explained by self-selection to this status group and its position 
in the staff. Under the promotion system full lecturers had much to lose (and 
the loss was threatened under the new law) but much to gain. On the other hand 
the most conservative senior lecturers were refugees from East Germany, a 
factor also correlating highly with conservatism. Seven of the 22 full-time 
staff were known to have come from East Germany, and all the first five places 
at the conservative end of the ranking were occupied by this group. There was 
no means of knowing, though, how directly this high proportion of refugees 
was itself due to staff recruiting practices. 
From a series of questions designed to elicit information on staff members' . 
attachment to the Department, it emerged that almost a third of the'full-time 
staff members answering had applied for posts in other universities over the 
last two years (T17/87). Almost half intended to apply elsewhere in the next 
three years; the remainder did not (T17/88). Only one in five expected to 
remain in the English Department for a considerable length of tizao (T17/89). 
Six out of seven claimed to be satisfied, in the light of events, at having 
chosen Anglistik as their academic discipline (T17/9o), though over half had 
on some occasion seriously considered leaving the academic profession, fro- 
quently motivated by the stress of facing student unrest (T17/91). 
Yes - why: quito simply because I am not sure how long I can 
stand - physically and psychologically - the present situation. 
(r 17/22) 
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A small minority of junior staff deplored the lack of social relevance of 
the subject and obstruction from above: 
The old reactionaries responsible for the present misery 
are still in power and are actively trying to prevent an 
reform. 
(r 17/7) 
It would seem inappropriate to classify professional attitudes in the staff 
as either "cosmopolitan" or "local"; there was too much insularity for the 
former and, while the perspectives of the staff were predominantly confined 
} 
4 
a 
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to a local horizon, there was little sign of commitment to the Department, a 
fact generally admitted in interviews. The point will be taken up later. 
4. Staff work patterns 
Staff claimed the largest component in their work to be preparation for teach- 
ing in the Department and the teaching itself (T17/17). Professors and senior 
E 
lecturers taught an average of four hours per week, assistant lecturers general- 
ly held one 90 minute course. The ratio of time spent preparing courses to 
teaching time was inversely related to seniority: for professors approximately 
14.: 1. lecturers 6: 1, assistant lecturers 10: 1. The median number of hours per 
staff-member per week spent on preparation was 3.1; on teaching itself 4; on 
research 8, and other academic reading 8. Only one full-time staff member did 
any teaching outside the Department, and that only occasionally - more insular- 
ity. 
Full-time staff claimed to spend an average of 8-9 hours per week on admi. nistra- 
tion, the distribution varying from 20 to zero. The headship of the Department 
rotated annually between the professors, who gonerally brought one of their 
full or assistant lecturers to share the work. In the words of one professor, 
he could virtually leave the administration to one of his assistant lecturers, 
though he himself might have to sign up to about five letters a day. Non-pro- 
fessorial staff sometimes complained that they were thus required to shouldor 
responsibility for decisions that should properly have been those of the pro- 
fessor. At all events the simultaneous change of both head hip and administrati 
assistant at annual intervals produced discontinuity, revealed at the end of 
one term where a professor had clearly forgotten that he was duo to take over 
for the next, and in his unsuccessful attempt to persuade his predecossorts 
protege to stay on as administrative assistant. Continuity was further impeded 
by the practice of one professor of keeping, a]]. the letters ho wrote as Head 
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of Department in his private possession and by the obscure principles by which 
some files were kept in the Head of Department's office, others hoarded by 
a secretary in the Department's secretariat under a separate filing system 
which the administration assistants could often not fathom. The fact that 
some of the files had been stolen by incensed students in early 1969 was a 
further impediment. Finally, the division of authority between the Head of 
Department and the Department's professoriate made for difficulties: because 
of relations between professors the sheer arranging for them to meet called 
for a cumbersome exchange of letters and a series of not always straight-for- 
ward telephone calls, whereby two professors were noted'for their reluctance 
to answer the telephone at all. The administrative work shared by the rest of 
the staff consisted of personal tasks for professors (bibliographical work, 
assistance with marking, preparation of lectures, errands), running the Depart- 
ment library (selecting new editions, supervising the catalogue, coordinating 
'Hiwis' work), coordination of student tutors (there were no staff tutors) 
and, of the official student counselling. Towards the end of the fieldwork, 
more time was being taken up on elected committees, though mostly outside the 
Department at School of Studies level, as provided for by the new law. 
At the time of the fieldwork there was no official list of staff duties beyond 
a crude note put together each term allocating the more obvious routine duties 
of middle and junior staff members. It was not made the subject of fundamental 
scrutiny, nor was it made public. 
The average number of hours respondents claimed to work in a typical wook 
varied from 33 to 89. Virtually all respondents did most of their work at home. 
F 
Only two split it evenly between home and campus. None worked mainly on the 
campus (T17/21). 
(Do you normally do more of your work at home or at the University? ) 
There is no place to work at the University where one can have peace 
and quiet plus access to research materials. Lack of quick, efficient 
and easy access to research manuals is a great hindrance to research 
here. 
(r 17/7) 
Five lecturers share a room of 8 square motors, unpleasant 
library (too loud). 
(r 17/5) 
The amount of time spent in the Department outside teaching courses varied 
greatly - from none whatsoever to over 20 hours a week. The mode was 6 to 10 
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hours (T17/22). During the vacations a quarter spent no time there; the modo 
being 4 to 6 hours per week (T17/23). Half the respondents were satisfied 
with the distribution of their work load, half were not (T17/18). Dissatis- 
faction most commonly took the form of the wish for less administration and 
more time to do research. 
Only two of the full-time staff claimed to have time-consuming non-teaching 
commitments outside the university - one fully, the other partly consisting 
of participation in a parent-teacher-association. 
5. Professional information 
in interviews, there appeared to be wide consensus that the Department's lib- 
rary was unusually well stocked compared with English departments in West 
Germany. The questionnaire responses tended to confirm this picture. There 
was agreement with students, though, as to its gaps - for example: 
(Have you any remarks to make on the Department library? ) 
Important areas are neglected: poetry, British society, history, 
Marxist theory, economics ... 
(r 17/5) 
And similarly, with regard to the working conditions there: 
There should be smaller rooms in which groups could work together 
and discuss. 
(r 17/18) 
In nearly all cases, staff members' main source of information on recent re- 
search findings was periodicals and journals. The gamut of periodicals read 
fairly regularly ranged from zero to 35 (T17/27). The mode was four. Only a 
few staff mentioned discussions with colleagues in the Department as a main 
source (T17/26). An avoidance of informed academic discussions amongst the 
staff was often attributed to fear of exposing one's deficiencies. 
Roughly a quarter of the respondents had set foot outside Berlin for academic 
or professional reasons more than once in the past twelve months; another 
quarter only once; the remaining half never (T17/29). Almost half the respon- 
dents had attended an academic conference outside Berlin in the past two years, 
though only one in seven had attended more than one such conference (1'17/28). 
6. Research conditions andpublication outlets 
Obstacles found to research - apart from lack of time " were deficiencies in 
i s 
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the Department library, the lack of non-positivist work to be found in Anglistik; 
and inadequacies in the staff's own undergraduate education. 
Almost half the respondents had published one or more articles and five had 
published a monograph or a book (T17/30,31). There was a large divide, thought 
between the number of publications by professors and those of less senior 
staff members. 
10 
This may reflect a number of complaints that a patriarchal, 
/ 
professorial oligopoly existed amongst editors of Anglistik periodicals in 
West Germany and that the Department's professors were poorly placed to obtain 
space for their protdges. It was also asserted that the market in Germany for 
books in Anglistik was thin. Arrangements had been made in earlier years with 
a West German firm to publish a series of works by Free University Anglisten, 
but the venture had never reached fruition - conceivably for lack of adequate 
research - and was unknown to most. Of non-doctoral candidates replying, three 
quarters said they felt no pressure to publish more than they would really 
like to; a quarter did (T17/33). 
7. Staff assessment of the student intake 
Almost all the respondents considered the schools' English teaching, seen as 
preparation for the Anglistik course, as being at best moderate; a third saw 
it as poor (T17/54. ). 
(How well,, do you think, does'the English taught at school 
prepare for the Anglistik course at the university? ) 
Very poorly: English teaching at school is a conglomerate of 
language, literature and social studies. The school leaver has 
thus only superficial knowledge of all these. Virtually never 
is he able to speak English properly and form English sentences 
of his own. 
(r 17/23) 
Some blamed the teachers. 
Poorly: badly trained teachers ... (r 17/6) 
Others the pupils themselves: 
In addition to mediocre preparation and a lack of interest 
in visiting English-speaking countries for any length of time, 
they are trapped by their own inhibitions, i. e. they are afraid 
to make mistakes. 
(r 17/7) 
The ease with which blame was strewn raises the question as to how much. of 
this was projection. The criticisms made of the schools were of ton strikingly 
3u+ 
similar to those made of the English Department and its staff by the students. 
Certainly, as has been seen earlier, there was next to no contact between the 
Department and the Berlin schools, although one would have expected this, had 
a responsibility been recognised for rectifying the situation. A question to 
obtain the staff's assessment of students' motivation for choosing Anglistik 
revealed that a low opinion of the students was widespread.: 
U 
I often wonder. Most of them don't know themselves. Girls 
often because they can't think of anything better. 
(r 17/8) 
Gifted students with good knowledge of the language usually opt 
for subjects other than Anglistik. 
(r 17/25) 
The damaging effect of a teacher's low opinion of his pupil has been amply 
shown elsewhere; it may well have been adversely influencing the quality of 
graduates produced by the Department. 
8. Consulting hours and student counselling 
That there was little contact between staff and students was shown earlier. 
This placed a premium on the one or two consulting hours staff members held 
each week. 
12 Most commonly respondents reported that an average of one to 
three students attended their consulting hours, though two (both senior lectur- 
ers) claimed to have average attendences of over ten (T17/4.7). The part-time 
staff members had no official consulting hours, but it was published on the 
Department's notice-board that they could be approached following their 
teaching sessions. One staff member claimed attendance to be low because of 
hostile publicity by the Red Cell. The most common reason for attendance was, 
respondents said, for student counselling; next most common was discussion of 
class work (T]. 7/4£3). These assessments are consistent with the complaint - 
made to the author by both staff and students - that the consulting hour was 
rarely used for dealing with strictly academic - as opposed to administrative - 
matters. One answer compresses most of the reasons given: 
(What is the most common reason for students attending your 
consulting hour? What problems do they most commonly bring? ) 
a) exams, b) grants, o) advice, d) reading lists, o) exchange 
visits abroad, f) financial problems. 
(r 17/26) 
There teere signs that the consulting hours were in part a ritual. One staff 
member expressed the view that they were for some of his colleagues a status 
symbol -a mark of professionality bracketing the university teacher with tho 
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doctor and other professional consultants. Students indeed sometimes claimed 
that staff used an invitation to a consulting hour as a means of terminating 
an awkward discussion, and also that staff could behave much more rigidly in 
their consulting hours than they did otherwise. In one case students would 
have to queue at length in abare corridor for a consulting hour to start, 
only to find that the professor concerned regularly devoted the first part 
of his consulting hour to a discussion with his assistant lecturers. This in 
turn was seen by the latter as a form of debasement - one colleague at another's 
beck and call. The partial boycott by the Red Cell, who disliked meeting staff 
in isolation, meant that the consulting hours were not even acting as shook 
absorbers for contact with dissident students. 
Apart from these consulting hours, there was the official twice-a-term counsel- 
ling scheme, seen earlier through the eyes of freshmen and sophomores. While 
some counsellors were found to have five or six counsellees, others had three 
times as many. Discussion with a staff member responsible for the final alloca- 
tion of counsellees to counsellors, revealed that no allowance was mado for 
differing attrition in the distribution of this work-load amongst counsellors. 
Nor were there any measures to control the quality of counselling given. The, 
majority of the staff's answers to an open question on the student counselling 
as it existed, were critical of it (T17/51). 
In view of the low level of informedness of university entrants, staff were 
asked if they recommended any particular basic works to freshmen. Some rocom- 
mended the student guidebooks on the market, others reference works such as 
dictionaries, others none at all (Tl7/56). There was no common policy. 
ý. Teaching and markipA 
While none of the staff had had a formal training in university teaching, 
virtually all thought such a training necessary (T17/37). One young staff 
member, whose courses had been severely interrupted by students, asserted 
the need with double underlinings and exclamation marks: "At all costs: i" 
In the absence of such a training it is striking that the assistant lecturers' 
average ratio of time spent preparing to time actually teaching was so much 
greater than that of more experienced staff members. 
Asked as to the type of course they preferred to teach, staff members most 
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commonly chose proseminars, a category of course which, in terms of formal 
exam requirements and numbers attending, figured but marginally in undergra-- 
duate reality. Classes and basic introductory courses wore, however, almost 
as popular amongst staff (T17/38). Seven to twelve was thought by two thirds 
of the respondents to be the-optimal number of students for a class or seminar, 
with a quarter opting for thirteen to twenty (T17/39)" 
Four fifths of the non-professorial staff felt fully free to determine the 
content and shape of their courses; the remainder did not (T17/zF0). One objec- 
ted to the manner in which teaching obligations viere allocated: 
The staff are asked the previous semester in order of seniority 
what courses they would like to teach, so that those with the 
least experience get what is left. I think this is wrong. In the 
students' interests they should get the simplest courses. 
(r 17/27) 
Another wrote of the 
compulsion to demand written papers in proseminars and to 
orientate courses to the Intermediate Exam, although no 
examination criteria are available. Team papers are forbidden. 
I disapprove of all these restrictions. 
(r 17/5) 
Respondents were requested to give their own assessments of their strengths 
and weaknesses as teachers. A professor, who was still giving lectures: 
I'm better at conducting seminars than holding lectures. 
(r 17/9) 
As lectures were traditionally the perogative of professors and it would 
probably have been beneath professors' dignity to discuss at staff meetings 
what form their teaching should best take, there had never been - according 
to senior staff members -a discussion at a staff meeting as to the function 
and desirability of lectures. Other staff self-assessments: 
Weaknesses: Impatient in discussions; sometimes difficulty in 
self-expression; tendency to split hairs and be dogmatic; un- 
certain when challenged; very slow to make personal contact. 
Strength: occasionally intense fascination with the issues at 
stake. 
(r 17/5) 
The contribution of a practising schoolteacher could, it would seem, be equally 
two-sided: 
Strength: teaching experience, which is to the students' benefit. 
Weakness: there's no dais so that I can supervise them better. 
(r 17/16) 
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'What, then, did teachers who had had no systematic training in university 
teaching do to ensure the'attainment of a certain standard in their teaching? 
How many had ever recorded one of their teaching sessions? One (T17/44). How 
many had ever administered a questionnaire to participants? One (T17/44). 
How many had ever invited a particularly well qualified observer? Four 
(T17/ 
i4). Did they visit the teaching sessions of colleagues in the Department to 
learn what these were doing and perhaps gain stimuli for their own teaching? 
Two thirds had never done so (T17/11.5). What alternatives, then, did they use 
to assess the standard of their teaching? 
Self-awareness. (r 17/25) 
I've asked students (occasionally). Otherwise one has a feel 
for how well things "go down". Also I get spontaneous reactions 
(mostly positive ones: ). Then sometimes from conversations at 
the end of a session. 
(r 17/18) 
That there were inadequacies to such an approach was sometimes admitted, but 
they were seen - or suppressed - as being marginal: 
It is of course difficult to be objective about oneself, but I 
know immediately when I have not been successful, and I usually 
then - indeed always - attempt a new angle. 
(r 17/19) 
In one case, though, reliance on this method was still-born: 
I suggested discussions outside the teaching sessions themselves, 
but the students concerned didn't want them. 
(r 17/2) 
Such lack of initiative and response on the part of students was often given 
by staff as a source of resignation and non-initiative, on their own part - in k 
this and other spheres. Beyond these informal discussions there was no sign 
of qualified evaluation of their teaching. 
Explanations by staff of the way they assessed student performance - in particu- 
lar how they marked course papers - produced a heterogeneous sot of answers 
generally reflecting the same imprecision and lack of systems 
(By what procedure do you decide what mark to give a student 
for a course paper? ) 
(I suppose) Solution of problems chosen by the student'himsolf, 
awareness of problems, my impression of his discussion of tho 
paper and the topic concerned. 
(r 17/5) 
Frequently no system at all was indicated, simply unoporationalisocd criteria: 
For literature courses: insight, carofulnass, enthusiasm. 
(r 17/23) 
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Academic ability. 
(r x. 7/9) 
In the Department one day the author heard a new staff member ask another 
how he awarded marks. The reply: "I usually give 2's or 3's, never a 1. " (i. e. 
"good" or "satisfactory", never "very good"). 
A question as to the marking procedures staff used for official exams such 
as the Intermediate Exam produced similar answers. One replied with revealing 
obfuscation: 
By means of a subjectively or objectively established pass norm. 
(r 17/13) 
All in all, much of the marking appeared to be impressionistic, with little or 
no sign of an attempt to standardize even minimum marking criteria and proce- 
dures, either within a batch of candidates, or between batches - let alone 
amongst the staff. 
10. The Anglistik course and existing exams 
A complex of questions was put to obtain staff members' attitudes to aspects 
of the Anglistik course. Most of the respondents thought that, given freedom- 
to adapt the exam regulations accordingly, eight to nine semesters (i. e. four 
to five years) was an appropriate period to spend on the undergraduate course 
(T17/59), though the staff members themselves had, under the prevailing condi- 
tions, needed an average of 12 semesters (T17/5a). Your fifths thought the 
undergraduate course should include a period of study in an English-speaking 
country, and nearly all thought such study abroad desirable in term-time; all 
saw such study - in some form or other - as essential to the undergraduate 
course (T], 7/60). The Department, however, took no initiative in the form of J 
an inter-university exchange scheme etc. Asked what shift of emphasis they 
would like to see within the Anglistik course, the great majority wanted to 
see less emphasis on Early English. Virtually all respondents wanted more 
emphasis on English Language, while opinions were evenly split as to the amount 
of English Literature desirable, the most common wish being that it stay the 
same (T17/61). Earlier a common basis was shown to exist between students and 
staff on the question of study goals. Here too, on the question of realigning 
the Department's priorities, one sees considerable agreement with student 
assessments and desires as to the organisation of-, the Department (see T5/21+, 
T16/35), yet despite this consensus$ the matter had not boon rectified. 
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Sometimes the staff proposals complemonted, or extended, those made by 
students: 
(What additional areas of the discipline should be offered 
by the Department at least on an optional basis? ) 
Studies of contemporary British and American English, teaching 
methods, the use of film and tape-recorder, language laboratory 
methods. 
(r 17/12) 
If this was admittedly the wish of a practising school teacher, the same 
coincidence with student wishes was evident amongst the full-time staff: 
... The following are essential: modern linguistics to the 
point of using data processing machines (translating machines, 
reading computers), discussion groups, play reading circles 
(with at least one of these being made compulsory) 
(r 17/23) 
Asked whether they had reform proposals to make for the Anglistik course., two 
of every five took the trouble to sketch out suggestions (T17/102). While 
there was understandably not the emphasis met in students' answers of the 
need for a better qualified staff, there was a considerable overlap in the 
recommendations made: 
Abolition of Early English; historical philology should be 
made optional; the study of contemporary English intensified, 
more teaching methodology and practical relevance; reduction 
of rote and fact learning; revision of the Basic Study Course. 
(r 17/5) 
One part-time teacher put forward a proposal which, though commonplace in' 
informed debate on university reform, was not met elsewhere among students' 
or staff answers: 
After the Basic Study Course, there should be alternative 
courses qualifying for different careers e. g. toacher, 
translator etc. 
(r 17/15) 
There was a striking disagreement among the staff as to what properties werd 
measured by the existing exams in the Department. While two fifths considorea 
knowledge of the subject to be the main property measured - hero there is 
agreement with students (see Tll/214, T15/76, T16/25) - equally as many put 
either independent thinking or mastery of methods first (T17/67)ß a considor- 
ably different assessment profile from that of the studarits. Attitudes ran 
the whole gamut from general approval of exams: , 
I'm in favour of their retention beoause they provide a 
uniform means of assessment. 
(r 17/18) 
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through the belief that they should be more difficult., through a view of them 
as a necessary evil, to disapproval: 
Too often they require mere reproduction of facts. Oral 
examinations are arbitrary. 
(r 17/2! i. ) 
I think it favours too-much the student with a) a good memory 
b) good nerves, c) the ability to assess exactly what the 
professor wants to hear most of all! 
(r 17/19) 
... it hasn't yielded too many outstanding students. (r 17/7) 
With the questions direct 
from satisfaction (in one 
necessarily saw the worst 
to be reformed. One staff 
of the exam, was 
Standard of students 
:d at the Intermediate Exam, answers also spread 
case from a professor who did not teach for it, nor 
examination scripts) to assertions that it needed 
member's only comment, on being asked for his view 
too low. 
(r 17/26) 
Official reading lists were issued in the Department as a basis for the 
Early English and English Literature sections of the Basic Study Course. The 
Early English list was generally considered by the staff - again in common 
with the students - as being ridiculously long. The English Literature list, 
while seen as better, was often criticised as having remained unaltered too 
long and needing revision. 
Almost half the respondents thought that the exams in the Department had a 
positive influence on the teaching courses, whereas almost a third saw their 
influence as detrimental (T17/69). The matter was raised in the form of a 
closed question, but one of the two respondents adding comments wrote: 
They are the only means of getting lazy students to work. 
(r 17/12) 
While opinions varied on the 'Staatsexamen', it was generally more criticised 
than the Department's main internal exam, i. o. the Intermediate Exam, but there 
was a similar spread from approval, verging on faith, to disapproval: 
On the whole I don't think much needs changing. I am firmly 
in favour of exams to assess individual (and not group) 
performance. After all, when it comes to the crunch,. tho 
teacher is on his own in front of his class. 
(r 17/18) 
Contemporary English and occupational relevance are simply 
thrown overboard. 
(r 17/24) 
i 
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It should, be changed to reduce examination fear, to limit 
the areas examined and largely eliminate arbitrary assessment. (r 17/5) 
Pure repression. 
(r 17/6) 
Despite the congruence with student dissatisfaction, there was no sign of 
public, collective or individual attempts by staff members to alter these 
phenomena. 
11. Assessment of the English Department by-the staff 
A possible explanation for this passivity could conceivably have been that, 
given a conformist-oriented staff recruitment policy, the staff, despite their 
criticisms of the Department, saw these defects as marginal, or as no more 
than the inevitable imperfections of any institution. Indeed, only two of the 
staff criticised the teaching of the Department as a weakness, while opinions 
were divided as to the adequacy of the course content offered. The Department's 
research, however, was generally seen as poor (not one respondent seeing it 
as a strength); similarly, a low opinion was held both of the Department's 
openness to new ideas and its staff-student relations. Of 94 firm assessments 
on these various points, in 19 cases items were classified as strengths, 25 
occupied the middle-ground, and 50 were ascriptions of weakness. The high 
number of cases - 25 - where respondents had been unable to decide or had 
avoided the question - 49 - is another marked feature of those assossments(T17/ 
76,77). In view of thtm, the staff's appraisal of the English Department as 
compared with other Departments in West Germany does not speak highly for 
these: almost all saw this as a good or average quality Department. The basis 
for such assessments was of course likely to be slender given the insularity 
of the Department. In fact, esteem of the Department overall and of various 
single aspects of it related positively to staff members' ago, rank and consor- 
vatism. To the extent therefore that power in the Department was concentrated 
in the professoriate and that promotion was based on seniority - and both 
these were seen to be markedly the case - complacency and immobility were 
likely to prevail. 
Asked to interpret the decline in student nunbors in the InClish Department, 
respondents prod-aced a wealth of possible causes. These ranaod from a decline 
in the number of school-leavers in Berlin, the stabilisation of Berlin's poli- 
tical position, to student disturbances at the Free University, the dusty imago 
322 
of the teaching profession and the conservatism of Anglistik. But causes 
were found, too, in the Department itself: 
The poor quality of its teaching; its rigidity - including 
political rigidity; the amount of friction between students 
and staff. 
ý (r 17/5) 
1. The philology section's requirements are too high. 
2. There is no eminent professor. 
3, There are no modern experiments, hardly any linguistics. 
(r 17/27) 
Mediocrity of the courses offered. Lack of relevance in the 
courses. Lack of quality teaching. (r 17/7) 
Opinions as to the desirable size of an English Department centred round a 
Department with a staff of 20 and a student body of 250 (T17/78), i. e. a 
staff-student ratio less favourable than that actually prevailing in the English 
Department itself. 
12. The non-academic staff 
There was a secretariat in the Department, in which the chief clerical secre- 
tary sat, with two junior secretaries in an adjacent room. All three were fe- 
male, none graduates. It was to this office that students had to apply for 
most formalities (registration and enrolments). Here the files of students' 
course marks and other Department files were hold. It was also, though, a 
central official source of information for students, given the relatively in- 
frequent presence on the campus of the staff, the lack of published information 
sheets and the fact that many students reported they would not presume to ring 
a staff member privately. The office, by virtue of its secretarial function for 
staff members, its distribution (through a piddeon-hole system) of staff mail 
and circulars to the staff on the one hand, and its registration function for 
students on the other, held perhaps the greatest concentration of internal 
information in the Department. 
At the start of the fieldwork the author, on visiting this office, was shown 
a two foot wooden spike which had boon broken from a filing, cabinet in a 
student "go-in" the preceding semester. This was seriously being; hold ready 
as a defensive weapon in case of a repeat student intrusion. Indeed, the for. 
bidding manner of one member of this office was widely repellent to students 
and had become the object of aggressive student posters. The office was sonor 
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seen as staff territory. The presence there of student course marks and 
records was an augmenting source of suspicion, as students were not shown 
their record cards on request; instead those would be road to them. That sus- 
picion was not entirely unfounded was proved by confidential material the 
author obtained from a secretary in which she had passed on biographical de- 
tails and character sketches, including political ascriptions, of left wing 
students to the Dean of the Philosophical Faculty. As a result of such factors 
students were widely reluctant to visit the office in the four consulting hours 
each week it which it was officially open. To telephone it was discouraged and 
feared. The office was in any case too small to servo as a thorough-fare or 
informal meeting place of students and staff. 
The circumstances left no doubt how much a department's chief secretary - 
neither student nor member of the academic staff and not necessarily Tell quali- 
fied for his or her role - can do to make or mar the prevailing institutional 
climate. 
13. Staff-student relations as seen by the staff 
Students claimed they had little contact with staff. The staff also reported 
little by way of informal contact with the students, other than occasional 
discussions on the campus. There was also little contact off it (T17/52)* In 
the Department itself there were no social clubs of any sort. The need for 
more social contact with students was certainly felt - by four fifths of the 
staff (T17/53), and a similar desire has'alreacýy been documented amongst stu- 
dents (T5/30, T16/45). Of course the staff structure, apart from its recruiting 
basis, militated against this. A third of the staff were part-tine, teaching 
a few hours in the university, then disappearing. The lootorsl with a heavier 
teaching load, widely sought by students for their spoken English and help with 
exchanges or jobs abroad, appeared to have more contact, whereby their provena- 
nce from college-based universities undoubtedly played a role. But they werd 
transient and not seen as fully accredited staff members. The dualism by which 
the non-professorial staff were kept to junior courses and the professors hold 
senior ones also meant that senior students were predominantly confronted with 
the socially more reclusive staff members - the professors - whom they as 
junior students had in any case raroly got to know. - 
There were minorities amongst the students and staff who did not want more 
contact because of their lorr opinion of each othoro or because they boliov®d. 
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the desire for more contact to be absent on the other side of the fence. 
The discrepancy between the wish for contact and the ability to make it was 
not a novum since the halcyon days (sic) before the student revolt (though it 
had widened), as the long-standing lack-of the physical facilities for a 
college or community-based university showed. Rather the causes would appear 
to have deep cultural roots which have been indicated by reference to the con- 
cept of public and private values, to the lack of extra-curricula activities 
in German schools, and are seen in the lack of importance attached by staff 
and students to personal development and social skills. 
In earlier surveys students were asked what qualities they would like to sea 
more of in the staff. In the staff survey, the staff were asked the same ques- 
tion about students - firstly with regard to their behaviour in teaching coursed, 
The remark quoted below is typical of a number. It ties in with the lack of 
motivational inquiry by the teaching staff and the Department - e. g. the ab- 
sence of even modest surveys. Motivation at times seemed to be seen as some- 
thing students either brought or did not bring to courses, rather than as being 
the responsibility of the teacher: 
(What abilities and qualities would you like to see more 
of in students in the Department? In teaching courses: ) 
More genuine interest in the subject and in their own education. 
(r 17/9) 
The wish often took less direct forms: 
... Greater punctuality. 
(r 17/13) 
Industry (preparation: ). It sounds very schoolmastorly, but 
it is at the moment a major problem with those students who 
don't come to us with a negative attitude from the start ... (r 17/22) 
Altogether there was an extensive list of properties the staff missed in their 
students: the ability to concentrate, to abstract, listen, cooperate, to cri- 
ticise, to learn, to work, lack of courtesy, lack of humility, lack of initia- 
tive. One serious deplored - in both questionnaire and an interview - the 
amount students smoked and drank, and told of having to send students out of a 
course with their bottles of beer. Outside the courses the list-was continuedt 
lack of courtesy, lack of discernment, lack of tolerance,, lack of political 
maturity ... One nostalgioly deplored students' inability to make social contaoi 
with each other and the staff, their inability to gossip and Joke: he looked 
back to the time, several years before, of a Seminar Club, 
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Such a formidable list of deficiencies sudSesti a high degree of professional 
frustration, possibly fostering and fostered by a darkened stereotype of the 
student. To test its existence a question was asked to see to what extent 
staff members would, in an obviously dysfunctional professor-student situation, 
sympathise with the student, remain impartial, or sympathise with the profes- 
sor. 
13 
The various responses spread across the possible spectrum, but clearly 
demonstrated negative stereotyping of students and the extent of hostility 
towards the stereotype: 
(A survey has shown that many students feel obliged to reproduce 
their professor's views. How would you explain this attitude? ) 
Stupidity. 
(r 17/26) 
... In my experience the majority of people lack character. 
(r 17/25) 
A false impression of professors based on ignorance and incom- 
prehension. Libel and defamation by other students. 
(r 17/23) 
A minority differentiated more carefully: 
type of professors: 
In subjective terms: a mere confirmation of their behaviour 
in school. Objectively: an appropriate reaction to some 
university teachers and the structure of courses and examina- 
tions. 
(r 17/5) 
A junior member of staff explained by means of an equally unflattering stereo- 
I have again and again found that professors do not take 
kindly to having their academic approach and research results 
refuted: more recently the same has been true of their 
political views. 
(r 17/24+) 
Without exception the senior lecturers blamed the student, whereas the four 
respondents blaming the professors were all from junior stuff, but again there 
was also a strong connection with age and the conservatism-radicalism ranking. 
On the political activities of the student sin the Department thorn was almost 
universal condemnation, the reasons put summarily by one rospondont: 
(How do you assess the political activity of students in the 
Department? ) 
Negatively - this applies to the zealotry of a minority as weU 
as to the political abstention of the majority. 
(r 17/10) 
Evai a staff member ranked as amongst the most radical concurred: 
The majority seem indifferent., friehtenod or hostilo towards the 
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"Reds" - they disturb the academic peace and jeopardize the 
shortest route to Finals. ... The Red Cell has sound arguments, 
but they are often heated, undifferentiated, one-sided and 
blinkered. 
(r 17/27) 
Only one member of the staff, a foreigner, could regard student political 
activity with the detachment of the following: 
Such as there is, positively, from whatever direction. 
(r 17/13) 
Fear of the "Reds" in the Department existed not only amongst students, but - 
on their own admission - amongst some of the staff. Indeed, if the Red Cell 
had its problems with members' escapist flight to drugs, there were members 
of staff who took Valium to quieten their nerves against the Red Cell. Acoor- 
ding to one full lecturer: 
Mary of the staff in the English Department and elsewhoro in 
the FU have told me that they can't sleep at night for worrying 
and out of sheer fear. (Is too, am answering this questionnaire 
at night. ) 
(r 17/18) 
In the face of such a generally bleak view of student political activity, did 
staff members consider that they ought to make a contribution to students' 
political education? Two thirds did; a third did not (T17/71i. ). And in what, 
then, should such a role consist? 
To educate students to be able to act independently and consistently, 
to make them aware of the opportunity and need for them to influence 
political events by shouldering responsibility in their professional 
lives. 
(r 17/3) 
Giving examples of critical thinking and civil courage. 
(r 17/7) 
These efforts, insofar as they were made, were generally hold by students to 
have been unsuccessful, and one of the reasons was the relationships between 
staff members themselves. 
14. Staff-staff relations = 
The staff was in effect a multiply fractured body. First there was the division 
between full-time and part-time staff, the latter excluded from staff meetings. 
The full-tiro staff had largely been recruited from within the university 
while the part-time staff were almost entirely practising sohooltoaehors. The 
exclusion of the latter from staff meetings thus embodied and upheld a separa- 
tion between academic work and its practical implications. Secondly, the 
I 
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English leotors, though carrying the heaviest teaching load, were similarly 
separated from the rest of the full-time staff. The opportunity for inter- 
cultural cooperation they afforded was thus not exploited, nor were they 
officially used to help meet two widely-expressed wishes in the Department - 
for the extension of teaching in English into other than purely language courses 
and for an organised system of exchange visits abroad. Thirdly, the remainder 
of the full-time staff was clearly split between professorial and non-profes- 
sorial staff. This was formalised in the constitutional framework of the' 
university, which left the professors alone responsible for Department policy. 
It was visibly manifest in the separate meetings they held, and accentuated by 
the two-tier practice of calling the rest of the staff into meetings only when 
their own professorial deliberations were over. The professors' power was in 
fact underlined in a number of ways: their refusal to allow senior lecturers 
to hold main seminars, their summoning of assistant lecturers to their consul- 
ting hours and the reported threats, more or less direct, that lower ranking 
staff members' contracts or postgraduate examination prospects might be jeo- 
pardized. Fourthly, cutting across the professorial-non-professorial divide, 
there was a marked divergence of interest in curricular matters between the 
philology section and the literature section, which in the past had not been 
waged without personal acrimony. The philology section were sometimes attacked 
for impeding reform. This accusation was on occasions couched as a political 
reproach, and indeed the political split in the staff, seen in some of the 
earlier findings in this chapter, constituted a fifth dimension of cleavage. 
Undoubtedly political cleavage was the most permeating of all those clefts, 
though clearly the political positions between which it yawned were reciprocally 
connected with achieved status within the staff hierarchy and with direction 
of specialisation within Anglistik. It was political differences which immed- 
iately caused members of staff ostentatiously to cold-shoulder colleagues (e. g. 
not to greet them or shako hands with them). This out of personal rancour over 
past differences of opinion or because to be seen talking with certain colleaguoa 
(and students) was to risk the opprobrium of either political allies or foes in 
either body. It was the political division which caused junior and middle rank 
staff members on occasion to request the author to move with them off the 
Department premises to continue a conversation on Departmental affairs "for 
one has to be careful here what one is heard saying". Not surprisingly these 
political differences heightened sensitivity amongst the staff and towards 
students in a wide range of professional activities. 
The multiple fracturing of the staff was thus not a planned division of labour 
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but an affectively loaded interweave of largely dysfunctional tensions. It 
was produced and sustained by lack of inter-personal contact within the fac- 
tions of the staff. Respondents' estimates of the number of colleagues in the 
Department with whom they had discussed specificly academic problems in the 
preceding twelve months ranged from zero to 25, median 3 (T17/79). In the same 
period they had had social contact outside the university with from zero . 
to 
ten colleagues from the Department, median four (T17/80). Moving outside the 
Department, they had had informal discussions with from zero to fifty colleagues 
from other departments within the FU (the numbers had probably been srrollon by 
canvassing and preparation for the novel elections pending under the new Univer- 
sity Law); the median was 3 (T17/81). They had also had such discussions with 
from zero to twenty colleagues from other universities, median also three (T17/ 
82). 
The data is not available to suggest how this level of contact compares with 
that within other university departments in Germany. The lack of anything 
approaching a staff common room at departmental level (let alone faculty or 
university level) would appear to be widespread. So, too, would the failure of 
the full-time staff to get to know each other on Christian name terms and be- 
yond the formal address of the second person plural, though the formality 
found elsewhere of addressing colleagues as "Herr Kollege" was absent. In 
earlier years some of the full-time non-professorial staff had met once a week 
for lunch in a nearby restaurant during semester, but this had evidently not 
produced a fruitful network of personal relationships. At the time of the field- 
work three or four junior staff met occasionally to play 'Skat', (an intellec- 
tually undemanding German card game), but there was otherwise virtually no off- 
campus social contact amongst the staff. 
Recruits to the staff gave evidence of the isolation they, too, experienced. 
Foreign lectors reported spending a whole term in the Department without meeting 
its Director or other professors. Circumstances were scarcely different for a 
recently recruited full-time German member of staff: 
(How were you introduced to your particular duties within the 
English Department? ) 
I was not introduced to them. That is, I was simply told where 
and when the courses are held and nothing more. I have never 
been introduced to any of the senior staff at the English Seminar 
except Dr. ..., and none have taken the trouble to introduce themselves to me. 
(r 17/7) 
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New members of staff were not given any welcome or even formal introduction 
to staff meetings, indeed some reported being heavily warned not to "rock 
the boat" or even speak at them. 
The origins of this lack of-interpersonal contact and of autonomous commitment, 
seen withinthe factions of the staff and at all levels of its hierarchy, may 
be traced back through an education system in which individual competitive 
work had been fostered from an early stage and where corresponding socially 
disintegrative behaviour patterns in the classroom or lecture room were not 
complemented by socially cooperative activities outside it. A second factor 
was the discrepancy between an autocratic power structure in the teaching pro-. 
fession, with its civil service emphasis on seniority and legalism, and the 
formally acknowledged values of post-war attempts at re-education and do-nazi- 
fication, with their emphasis on democratic participation and conflict solution. 
Staff members, in being victim of the former, repeatedly gave evidence in 
interviews of feeling themselves culpable in terms of the latter. In recent 
years, following the student revolt of the late 1960's, this schizoid position 
had become more apparent and less tenable. As they were forced more and more 
by professors - themselves under mounting attack - to sign declarations of 
allegiance to an increasingly unrealistic professorial policy, and students on 
the other hand started daubing public accusations of them being "Anglofa 
S ists", 
(with a play in the orthography on Hitlerian storm troops), the feeling of 
collective complicity grew. At the same time, the staff's professional oompetonoj 
was being more and more openly - and widely - challenged. Even without this 
last threat the bulk had probably been too long accomplices of the system and 
already or too near enjoying its benefits, for a liberal reorientation to be 
possible. Even young radical staff members found themselves, in the period of 
the fieldwork, accomplices to a secret year-long deliberation by the staff to 
move the Department premises (ono cause had been the difficulty of the police 
to defend a building with so much plate-glass) and the choice of a building 
off the campus without the students being consulted. 
It is difficult to see, under these circumstances hour professors, middle or 
junior staff (or indeed the bulk of the students) could retain, lot alone gain, 
self-respect. (The student blackboard graffiti depicting a professor raping a 
student held fast by a figure representing the non-professorial staff was by 
no means the most shallow of observations made). It would seem possible that a 
feeling of diffuse collective complicity contributed to the immoderate reaction 
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and recalcitrance of the staff towards the students, but at the samo time 
prevented an opennew of relationships within the staff. 
4i 
The general atmosphere amongst the staff was assessed by the staff themselves 
as anything from very good to very poor. Signißcantly, though, the mean assess- 
ment of it was that it was poor (T17/83). Those considering it good were almost 
all part-time staff - i. e. those least directly affected. With the exception 
of the most conservative professors all the full-time staff assessed it as 
either moderate or poor - mostly the latter. If inability by students to 
participate in sober dialogue was deplored by members of the staff, there were 
similar complaints by staff members about their own colleagues: 
(What unexpected experience have you had in your first semester 
as a staff member? ) 
I have been shattered by the rigid attitude of the non-professorial 
staff towards left-wing students and reform proposals. Every discus- 
sion on a material issue is suppressed with the assertion that 
improvements in the Department would still not silence the Red Cell. 
And there is hostility towards the few staff members who don't 
share such a view. 
(r 17/27) 
Complete unwillingness to make any reforms, oven those which are 
obviously necessary. Low standards of professional competence, 
i. e. in what is demanded of a teacher. A lack of congeniality 
and feeling of togetherness among the faculty members. 
(r 17/7) 
As the author was excluded from staff meetings, trro key informants were used - 
each ignorant of the other's cooperation - to give extensive recorded protocol 
reports of staff meetings, these were then compared to test the accuracy of 
the data, 
The composition of the staff meetings has already been dealt with. Their fro- 
quency varied greatly. A whole semester could go by without any staff meetings 
whatsoever, apart from one to establish the following semester's teaching 
programme. In other semesters there would be as many as one meeting per week. 
The latter was particularly the case when a professor known for his anxious 
concern to obtain written backing from the staff to cover his actions was Head 
of Department. Their compliance in this was criticized by both senior and junior 
members of staff as reflecting an abject lack of civil courage. Tho same cri- 
ticism was in fact also made to the author by the very professor widely con- 
sidered most commonly to use the non-professorial staff as a "rubber stamp". Ho 
claimed this lack of civil courage and so much of the prevailing atmosphere 
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recalled the Naii period. 
The agenda of the meetings, circulated to staff beforehand, was for the large 
part reactive, dealing with individual applications from within or outside the 
Department, faculty decisions and technical details. There was no systematic 
policy formation. 
14 
The professors generally sat together and the Director 
chaired the meeting. Whether or not he first put forward the professorial. view 
on a point, he invariably summarized what discussion there was and declared a 
collective opinion, though it was sometimes complained this "summary" bore 
little relation to the views that had been expressed. Generally no votes were 
taken. Occasionally, when they were, one or two senior lecturers habitually 
abstained in protest at the emptiness of a procedure whereby the staff voted 
and the professors decided. After one staff meeting a staff member reported: 
The difference in atmosphere once the professors had Bono was 
striking, as between night and day. Now the atmosphere was 
cheerful and relaxed, derogatory remarks and jokes were made 
at the expense of the professors. 
On another occasion, a staff member returning home from a meeting: 
The only tangible decision in six hours was to set up 
a commission on crash language courses (which in fact 
never met, let alone produced results). 
His wife: 
Why didn't you say so in the meeting? 
He: 
You'd have to attend a staff meeting to understand what 
it's like. They fling round ironical remarks such as: 
"We'll soon'be seeing the day when a staff member is 
judged by his success in teaching students. " And then 
another lets loose with tirades about East Germany. 
At that point Hell's let loose and it's curtains. 
His wife: 
It must be frustrating. 
He: 
It is. By the end I'm a complete vrreck. It's far moro 
exhausting than were I to join in and try to do something. 
Assessments of staff meetings by respondents in the survey were largely on 
similar lines: 
They are awful - particularly the atmosphere of mutual rejection 
and hostility (conservatives versus progressives), the absonoo 
of ideas and impetus. There's little point in making-proposals 
for reform. The agenda is full of technicalities. Again anä again 
"disturbance of courses" - but far too' few reform proposals or 
academic problems. 
(r 17/27) 
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- Catastropic. Mere treatment of routine matters. Personal 
animosities. No free expression of opinion. Much too long- 
winded. Scarcely a discussion of academic problems, no 
suggested reforms. The directors are there to decree, the 
staff to consent. 
(r 17/2tß) 
The defensive insularity documented elsewhere in this research was demonstrated 
in the way that at the start of the fieldwork what were formerly called "staff 
meetings", were now labelled by the Director "staff gatherings". This obviated 
inviting the students, at the same time allowed the staff to assert to students 
that there had been no official staff meetings to which those had not been 
invited. The same device had been used in turning the official "discussions" 
of the next semester's teaching programme into an "announcement" of it. Poli- 
tical problems were thus avoided by resort to legalistic behaviour. 
15 Moreover 
the legalistic behaviour was such as to manifestly subvert the purposes of 
the legal framework to which reference was being made. Problems, thereby shelved,, 
were allowed to fester, confronting successive student intakes in increasingly 
acute form. 
The distribution of duties amongst the staff provided for enactment of the 
following: personal duties to the professors, supervision of the library, 
coordination of tutors, attendance duty of the Department premises - in other 
words inescapable local administrative duties. There were no committees on 
research policy, curriculum development, teaching methods and evaluations 
counselling techniques, examinations, contact with schools, inter-disoiplinarity 
mid- and long-term planning etc. The manner in which duties were allocated was 
criticized from acrdss the scala of self-ascribed political positions. It was 
inflexible because of the retention by some members of "inherited" posts, 
instead of these being rotated. There were dysfunctional hegomonios in the 
correction of the Intermediate Examination by a select group of staff members ß 
and in the choice of library acquisitions. The appointment of middle to junior 
staff to the Department Office was arbitrary. Indeed the very principlo of 
seniority in the allocation of duties was questionable. Some staff members wore 
reported to have "extremely little or nothing" to do by way of Departmental 
duties. As implied above, functions calling for fundamental quostioning of 
Departmental goals and attainments were not explicitly or collectively pursued, 
indeed the author's request to see any Department policy documents or dQolara- 
tions met with incomprehension and dismay: they did not exist. 
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15. The 1969 University Law and beyond 
The new University Law formally came into effect in June 1969, but the various 
elections and initial procedures did not actually take place until towards 
the end of the fieldwork. Nevertheless, anticipatory attitudes and action in 
the Department were reveal rig. 
Under the Law the Department was for the first time to elect a Board, in which 
directorial power passed from the professors to a parity-based committee. 
16 
Some Departments in the University anticipated the Law by adopting this scheme, 
or approaching it before legally compelled to. The English Department did not. 
Instead the frequency of staff meetings drastically diminished in a disoriented 
drift towards 'D' Day. 
Under the Law, staff vacancies had for the first time to be advertised publicly. 
A somewhat hectic appointment and upgrading of staff from within the Department 
was apparent on the brink this side of the enforced change, with the result 
that there was a marked rise in the number of assistant lecturers promoted by 
professors to full lecturer status. The professors, whose annual application 
for additions to the staff was in any case little better than by rule of thumb 
and on principle up to twice the desired increment, indented lavishly with the 
remark that if the State wanted to bring in a now law it would have to pay for 
it. 
The full lecturers (Akademische Raote), inoluding those newly appointed, were 
designated a role under the new law with which they were by no means satisfied. 
They were to have a purely administrative function, and were hence threatened 
with loss of academic status. The object was to phase out this often inflated, 
tenured academic stratum, to enter which required no academic qualification 
beyond the doctorate and from which there was no compulsion - and often little 
desire - to seek promotion. Senior lecturers in the Department at first reacted 
by malting a move to take over the English language teaching of the part-time 
staff. They held a meeting to discuss introducing "crash-courses" and language 
laboratory teaching, at which the ignorance of some of the classical philolo- 
gists of modern language teaching and general ignorance of other English depart-: 
ments' practices were laid bare. A group of them in the University, strongly 
headed by senior lecturers from the English Department, managed to oocuro, by 
remonstration to the Senator., that they be appointed profos; ors. The result 
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was that the English Department thereby acquirod a total of fourteen professors, 
recruited as they were by a process open to serious criticism, and from a 
group constituting perhaps the most conservative status group in the Department.! 
Though professors would be less powerful under the new law, they still held 
extensive powers. This group a) was on average relatively young, and b) being 
appointed in the manner they were (they were referred to as "discount profes- 
sors" or "cheap professors")% were likely to have relative difficulty in ob- 
taining equivalent posts elsewhere - and therefore to stay for many years in 
the Department. It is far from inconceivable that resultant feelings of inade- 
quacy would play a part in their actions for the years to come, and be a source 
of further friction in the staff and with students. Already there were cynical 
remarks by the established professors in the Department about their new col- 
leagues "from the Kindergarten" etc. 
The elections to the Department Board and the new School of Studies Board., 
which replaced the former Faculty, were held amongst virulent recriminations 
in which the split state of the staff was clearly brought into the open. This 
was true, too, of the student body, in which the fraetioning that had meanwhile 
occurred within the Red Cell was exposed to a mass of apathetic voters. Tho 
first meetings of the two boards, which a number of the elected student rep- 
resentatives ostentatiously boycotted, were characterized by histrionics, 
mutual abuse and the incompetence of the professors to chair meetings where 
success was dependent on the consent of participants to both agenda and pro- 
cedures. One crucial meeting, for example, was cancelled because no member was 
prepared to lower his group's status by consenting to protocol (the students 
of course scurrilously suggesting a full professor should do so). The composi- 
tion of the School of Studies Board was moreover such that a clerical secretary 
from the English Department Office hold the deciding vote between oponly_loft 
and right-wing factions, whether the issue be one of altering, a syllabus or 
appointing a new professor. 
The new law was broadly seen as calamitous by conservative elements in the staff; 
('hat positive points do you see in the new University Law? ) 
It makes it easier to turn one's bank on Berlin. 
(r 17/25) 
None 
(And what negative points? ) 
Dependence, lack of freedom in research and teaching, dooision-maldnZ 
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by the least qualified. Permanent disputes over banal issues, 
dangerous politicisation, bickering over trivia, errant 
discussion due to polarisation. Academic work scarcely 
possible any more. 
(r 17/18) 
(And how do you assess the participation rights of students 
under the new law? ) -. 
The legislation is largely a surrender to fashionable views of 
students and other groups. The result is an ill-founded, would- 
be democratic representation of all strata in university committees, 
whereby the power given to unqualified students to share in decisions 
of cardinal importance for the university's future is a scandal. 
(r 17/23) 
A staff member from the political centre wrote: 
The noxious influence on the university of misinformed 
politicians shows what a monstrous cretin "society" iss 
incapable of either facilitating or monitoring academic 
work. 
(r 17/18) 
Those further to the left were dissatisfied for other reasons: 
(How do you assess the new position of a professor? ) 
He remains omnipotent in the examination room, even if elsewhere 
he is now required to cooperate with others. ... (r 17/27) 
They still have the same powers they had before, though they 
are not absolute as they were before. The professors, through 
the School of Studies Board, have simply been given the stamp 
of legal democracy, but they still have pretty much the same 
powers and authority. 
(r 17/7) 
If in fact the survival of this new law was to depend on its impact in the 
immediate future - precisely on departments such as this - the portents were 
not auspicious. Not only were the roots of democratic behaviour., on whose 
success it depended, tenuous. Not only did it inject a new batch of consorva- 
tive members into the professoriate, qualified by the canons of an outdatod rt 
approach to their discipline and by a largely feudal patronage systom - with 
the personality structures it favoured. Not only was this law itself, in a 
legalisticly minded institution and profession,, hold in low esteem. Not only 
did it make latent sources of dissent manifest. It provided no compelling 
institutions or policies to introduce thö professional planning and self-ref- 
lection that this Department's staff was so apparently incapable of producing. 
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- Notes to Chapter XV 
Another case of a research worker being refused access even to protocols 
of department staff meetings can be found in R. Fox 'Belgian Medical 
Research', in P. E. Hammond (Ed. ), Sociologists' at Work, New York, 1961+, 
p. 363. 
2 On the conservatism of German university professors see R. ldayntz, 
'Germany: Radicals and Reformers', in The Public Interest, No. 13, 
1968, pp. 160-172, especially pp. 168-11-6-9. 
3 These circumstances and the bitterness they produced are evident in 
the Introduction to the 'Saarbrueckener Informationen' of Summer Semester 
1971 where the editor, a senior professor of English, refers to "die 
ettikettenschs7indelnden Anhebungen der Personalbezeichnungen" and 
"Discountprofessoren" (i. e. "cheap supermarket professors"): T. Finkenstae'dt 
(Ed. ), En'lische Philologie, Anglistik und Amerikanistik. Informationen 
fuer das SS 1971, Saarbruecken, 1971, p. V- 
4 The double standard by which 'Hausberufungen' (internal appointments from 
the home university) to professorships were scorned, while being the 
rule for non-professorial posts, was - particularly when coupled with 
the professorial exclusiveness of the national academic associations 
and the appointments committees -a basis for the maintenance of a power 
elite. 
5 On the power of German - and American - professors in their departments, 
and their abuse of it see H. Adam, Studentenschaft und Hochschule, 
Frankfurt, 1965, pP. 31-329 
6 
See T. Finkenstaedt and M. Redelberger, Anglistik 1970, pp. 54-57- 
7A description of the plight of assistant lecturers in German universities 
at least up to the late'1960's, is given in E. Fraenkel, Universitaet und 
Demokratie, Stuttgart, 1967, P. 39. 
8 
Becker's 'men in white' also largely lacked General Practitioner oxporienoe; 
H. S. Becker et al., Boys in 117hito, p. 59. 
9 The correlation coefficients ranged from 0.89 to 0.96 using Spearman's 
rank order correlation test. 
10 There is a discussion of professorial monopoly of and through communication 
within a given discipline (Fachoeffentlichkoit) in W. Nitsch of al., 
Hochschule in der Demokratie, p. 56 if, 
11 
A similar state of affairs elsewhere is shown in Lt. Jonne et al.., Student 
im Studium, pp. 44-45. 
12 
The same point was made strongly by the Cox Commission in Cris at 
Columbia, Report of the Fact-finding Commission Appointed to Investigate 
the Disturbances at Columbia University in April and May 1968, Now York, 
1968, p. 35. 
13 The question is based on one used by Anger in H. Angcr,, Probleme der 
deutschen Universitaet. 
i 
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14 At Columbia the situation was apparently little bettor: "We wore told 
that broad university problems were hardly over subjected to thorough 
discussion in faculty meetings". Crisis at Columbia, p. 35. 
15 A particularly German proneness to, conflict avoidance is a theme of 
bahrendorf's Gesellschaft und Demokratie in Deutschland. Elsewhere 
Hoffmann has suggested that amongst institutions the university is 
especially liable to attempt damaging forms of conflict-avoidanoo: 
S. Hoffmann, 'Participation in Perspective? ', in Da©dalus, The Embattled 
University, Winter 1970, PP- 177-220. The two considerations are 
combined in an essay by von Hentig dealing with conflict-avoidance as 
an exacerbating element in German university turmoil: IH. v. Hentig, 
Spielraum und Ernstfall} Stuttgart, 1969, pp. 157-173. 
16 By law it was composed of seven professors/assistant professors, four 
assistant lecturers, three students and one representative of the non- 
academic staff. 
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CONCLUSION 
1. A conceptual integration of the findings 
We set out in Chapter I to integrate the findings from multiple sub-surveys 
into a conceptual whole, while recognising that a monothetio explanation of 
the structure of a university department and its consequences for educational 
processes and status groups in the institution threatened to be partial or 
too simple. Apart from attempting such an integration, this closing chapter 
takes up the question of the structural pathology of the Department, raises 
some implications of the research and the extent to which its aims wero achieved 
Considerations starting from a relatively remote historical-cultural and 
institutional context suggested that the normative constraints on psychologi- 
cal and social behaviour patterns in post-war German universities would be 
severe. They stemmed, historically, from the multiple deprivation of the lack 
of a strong non-conformist protestant tradition in the country, the lack of 
an early established sense of nationhood and the lack of a diversified, yet 
self-confident, middle class. It was against this background that the Iiumbold- 
tian Idea of the university was conceived. Its rapid success was due in part 
to its appropriateness to the needs of nineteenth century Germany. But the 3 
rapidity and extent of its success made it damagingly attractive - if only as 
an excuse for Restoration - when decades later, in very different circumstances,; 
{ the nation and its universities faced the trauma of international disgraco. 
The Free University, a unique post-war university foundation, was confronted 
with the difficult task, common to now institutions of higher education, of 
pioneering, yet at the same time achieving the aura of academic respectability. 
Solving this functional ambivalence was undoubtedly impeded by the University's 
geographical and political origin and the continuing status of West Berlin as 
an outpost and bastion against communism. There remained a discrepancy between 
the somewhat flattering reputation of the "Berlin model" as an innovation and 
the relatively conservative university structure provided for in its constitu- 
tion. This inconsistency may have predisposed office-holders in the university 
to react particularly rigidly and compulsively when challenged, a danger which 
was in any case there after the traumatic experience of the university and the 
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professoriate in and after the Third Reich, The attraction of the University, 
stemming in part from its geo-political location and its reputation as a 
reform university, made for an unusually rapid expansion to a mass university 
with a self-selection of politically motivated students. Given the constolla- 
tion of stagnant national domestic politics with the international causes and 
eruption of the student revolt in the mid-1960's, the Free University was 
predisposed to become - in Habermas' phrase - "the Berke]gr of the 'Bundoärepub- 
lik'". 1 
Of the university faculties the Philosophical Faculty had marked characteristics 
It was the largest, had the highest student-staff ratios, was that with the 
most west German students, with the highest proportion of women, the most stu- 
dents switching academic subject, the most with more than six years of under- 
graduate study and probably the most uncertainty amongst students as to their 
future profession. Moreover, while the Philosophical Faculty had held a pre- 
eminent status and role in the Humboldtian concept and was therefore likely to 
react particularly nervously to threats, the form in which it was restored 
made it especially liable to assault. It is therefore not surprising that it 
became the centre of conflict. 
Within this faculty Anglistik was found to have a distinctly compromised past 
in the Third Reich, a past with which the discipline had not even begun to 
come to terms and which was to an extent embodied in the staff the Department 
recruited. A problem peculiar to the discipline was its poor-brother rolation- 
ship to the more prestigious field of German Studies (Germanistik) -a phonom- 
enon incorporated in the relationship of the English Department of the Free 
University to the German Department. Combined with this low academic status 
of the discipline was the high social status and power of the professoriate, 
a combination which - for lack of a national academic market place in the 
discipline - afforded little motivation to attempt academic innovation or 
institutional reform. In fact the status cleft between professor and assistant 
lecturer, professor and schoolteacher in a department where ca. 9C of the 
students were intending teachers would appear to have buttressed professorial 
contempt for the professional needs of graduates and produced an awe and 
dependence in students that prevented them from articulating their needs. The 
fact that both status groups - professors and prospective teachers - wore 
already or prospective civil servants, and the case with which Anglistik, as a 
soft option, was chosen, probably made for a passive population, thereby hoight- 
ening the tendency to conflict-avoidance and reducing the propensity for 
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innovative aotion. 
Within the staff of the Department the degree of personal dependence on 
professors and the humiliating circumstances of apprenticeship for promotion 
were a further buttress of non-innovative and anti-innovative behaviour, and 
merely calculative involvement. 
` The staff could identify profitably neither 
with their academic subject nor with their department, for the prestige of 
both was too low. The students, for whom little respect was shown in the lay- 
out and equipment of both University and Department, were subject to course 
contents whose relevance to their future needs was largely obscure. They were 
taught by pedagogically untrained staff and submitted to assessment in which 
they could have no confidence and for which - insofar as they reflected about 
it - they could have little respect. Not that they were encouraged to question 
the content of their courses, the quality of the teaching or other educational 
provisions in the Department. The conformism, passivity and resignation 
fostered by the not-so-hidden curriculum boded ill for the Department and the 
manner in which its graduates would be able to discharge their roles as 
teachers and citizens. 
As to why the outbreak of dissatisfaction occurred so late and so dramatically 
in the Department: the timing was the outcome of countervailing and in part 
mobile factors. Firstly, there were the predisposing macro-factors - outlined 
above - that made for discontent in the University, the Faculty and the Depart- 
ment, and which - secondly - erupted with the catalyst of external political 
circumstances in the mid-1960's. Thirdly, there were structural properties of 
the Department itself, among these that it was not a giant department and that 
its students were self-selected from a relatively apolitical and academically 
apathetic section of school-leavers. Although the students had ample provoca- 
tion within the Department to revolt, they therefore needed an established 
movement of student revolt outside it - one which they could not only eopyp 
but which had to be partly imported from outside. By the time this happened 
however, awareness amongst outside politicians was sufficient as to the sub- 
stance of student unrest for legislation to have been drafted to palliate it. 
The limbo in which enactment of this pending legislation was awaited fragmented 
and weakened the student revolt olsewhero on the campus and made it even more 
difficult for student activists to gain support for action within the Depart- 
ment. Potential outside mediators - questions of competence aside - apparently 
saw little need to intervene in view of the pending law. The resultant 
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frustration of a minority of student militants and the ineptitude of the 
staff in conflict-management made the Department, with its sporadic disruptions 
and outbursts of violence, a running sore for the university administration. 
2. The pathology of a university department 
To term the structure of an institution pathological is to use a term from 
another discipline and one given a variety of meanings. Even in its original 
context it also, of course, involves a considerable measure of value judgement. 
The practice has precedents, though, in sociology: Bierton and others use the 
term for a whole section of their reader on bureaucracy, but without defining 
it precisely. 
3 Theoretically, one might specify that when the dysfunctions of 
an institution outweigh its functions, or simply reach a certain level, its 
state might be described as pathological. Obviously., however, the total 
functioning of a complex institution can never be entirely quantified,, lot 
alone placed on a single dimension of functionality and dysfunetionality, and 
if it could, the question as to what level of dysfunetionality is pathological 
would still remain a matter of value judgement. The fact remains that the use 
of words in an unusual context can add plasticity, draw attention and fill 
gaps by importing connotations of their own. In sociology, while the term 
'dysfunction' is well established, there is - to my knowledge - no adequate 
term to denote an enduring structural complex of varied dysfunctions. 
1 
Criteria were set in Chapter I for assessing the adequacy of a university 
department. For the methodological purist they will be too loose to meet the 
requirements of criteria, while for the university practitioner they will prob- 
ably appear too rigid. They are an attempt at a middle path between the needs 
of both. In view of the findings of this researoh, it is not too difficult to 
establish that these criteria were sometimes not met at all, and usually only 
slightly, as a summary should show: 
1-3. Consensus on general values erce tjon of the situation and on 
institutional goals. The one forum in which these types of consensus could 
occur - the staff meeting - was composed in such a way as to provide no 
sounding board for key status groups in the Department, or oven for a 
majority of the Department's members, It did not concern itself explicitly 
with such issues, did not consider relevant government reports or other 
literature important for these fields. Nor was implicit consent rogisterod, 
indeed the progressive manifestation of the latent dissent and. disorienta- 
tion contributed to the breakdown in the functioning or the Department 
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and ultimately its closure. Yet not even this was enough to prompt 
a search for consensus. 
4,5. Institutional policies for the attainment of goals and 
assessment of their attainment. In'view of the lack of consensus as 
to mid- and long-term goals, there could be no corresponding institutional 
policies, let alone agreed criteria for assessing their attainment. "There 
were not even criteria and procedures to assess success in maintaining 
the status quo. The lack of institutional goals and policies extending 
palpably beyond maintenance of the status quo in turn meant that the 
most effective form of motivation - the internalisation of organisational 
goals-was impossible. 
. 
6. The size of the Department was similarly not the object of any policy. 
Indeed the size of the Department was not even known. Not even a decrease 
in the Department's student population by half in a matter of a few years 
at a time when student numbers were rising, or the appearance of a West 
German publication-showing that the Department had the highest surplus 
capacity of all English departments in the Federal Republio4 could provoke 
internal investigation or action. 
7,10. Leadership and participation. The four professors who collectively 
held the headship of the Department and - in annual rotation - the respon- 
sibility for its day-to-day administration, did not meet regularly with 
their department staff and student representatives. They were not appointed 
or confirmed in office on the basis of leadership qualities, nor did they 
have the charisma of academic preeminence. In Weberian terms, their posi- 
tion was based too heavily on power, too slightly on authority. The status 
and power gap between themselves and the rest of the Department made 
informed policy-making and policy-conduct in any case difficult. Non-pro- 
fessorial staff and students., though dissatisfied with the state of the 
Department and its curriculum, had little influence on Department decisions, 
839.12. The articulation and. orderin,? of neccstai function l 
coherent management system. There was no systematic reflection as to what 
professional expertise was required for the provision of effective eduoa- 
tion, good research and the efficient running of a university department, 
nor the attempt made to acquire these for the Department. No attempt was 
made to consider who inside or within reach of the Department was best 
qualified for different functions. The hierarchy was uneven and rigid, 
x 
i I 
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more one of persons than of functions, with seniority serving as a 
major criterion for promotion. There was nothing approaching a coherent 
management system, nor anyone qualified to introduce one. 
13. Recruitment, training and counselling. Recruitment to posts other 
than professorships was in practice open only to members of the Depart- 
ment. Recruitment criteria were not made explicit, nor criteria for 
dismissal. There were virtually no provisions for the induction of newly 
appointed staff, despite the great difference in respective roles between 
student and assistant lecturer. No attempt was made to influence the typo 
of student intake to the Department and little was done to facilitate 
the transition from school to university. The failure to provide adequate. 
information to newcomers contributed to the disorientation - from entrants 
and freshmen onwards - of the Department as a whole. There was no pro- 
fessional (as opposed to academic) training provided for office-holders, 
for example in university administration, student counselling, syllabus 
planning, test construction, educational technology, or simply use of 
media. On balance: academics untrained in the skills of teaching, trained 
or partly trained in what were often inbred and outmoded styles of academic: 
work. The consequent obfuscation surrounding teaching processes and 
examinations was seen to cause multiple dysfunctions. The only counselling 
provided was for students, though this in such an amateur manner that-it, 
insofar as it was patronised at all, did little - amongst other things - 
to relieve the benightedness and fatalism of students' choice of career.. 
11.16. Informal structure. 
5 department climate and communication. 
Little importance was attached to the social life of the Department. There 
was virtually no contact between staff and students outside teaching 
courses, nor provision of facilities for this in the Department. The same 
was broadly true of contact amongst the staff and between students. There 
was no systematic communication or task-oriented cooperation with other 
departments. The climate in the Department was such that dialogue was 
avoided. Instead: suspicion, resentment and hostility, mostly latent, 
occasionally erupting in bouts of petulance or despair, sometimes in phy- 
sical violence. 
i4 , 15 Ru1ts and reViations. rewards end sanctions. The former were widely 
failing to achieve their classical purpose of depersonalising offioo and 
ensuring effective role performance. while they were not so thickly sown 
as to alienate, they were shown often to fail to achieve even the tacit 
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support of a majority. 
6 
Regulations, where they existed, tended to be 
phrased meehanisticly and forbiddingly. Rewards (for staff the attainment 
of office, for students certification) and sanctions (for staff mainly 
the loss of office and promotion prospects, for students poor certifica- 
tion results) were so inadequately geared to rational performance criteria. 
that they could not compensate for the lack of intrinsic motivation 
caused by the outdatedness and irrelevance of the curriculum. Instead 
they fostered the adoption of double standards and postures of subservienoet 
17, Institutional research did not exist. 
i 
If one takes Merton's remark on the pathology of bureaucracies as centering 
on "the stresses which impair the efficiency of the administrative apparatus, 
or which violate the values and defeats the objectives of those who have 
occasion to fall within the ambit of the bureaucracy, either as employee or 
client, "7 then the English Department was clearly a pathological case. More- 
over, to follow Merton's two categories of over- and under-organisation, 
$ 
it 
could be classified as a pathological case of under-organisation. Such a 
categorisation should not distract, though, from the cultural norms from which 
the pathological state derives and which also determine the chances of remedy. 
3. Implications of the research 
In practical terms these can. be viewed as a question of time and space: is 
such a study of more than historical interest and local relevance? 
In view of the pending university legislation sometimes referred to in the 
text, the research might appear to have a more purely historical character 
than is the case. Paradoxically, though, it is the historical determinants 
shown to operate on the Department's structure that make for the continuing 
relevance of the findings. Some considerations of the effects of the new legis- 
lation and developments since completion of the fieldwork illustrate the point. 
One demonstration of the research was that a legalistic approach to educational 
problems was a cause of dysfunctions found. A second element of the normative 
background was the complacent failure of the universities' to provide ongoins 
reform from within, instead to wait until a crisis forced chanCo from without. 
Thirdly, the fateful inclination to extreme solutions, the 'furor teutonicus' 
apostrophised by Hennis as "die deutsche Unruhe", has been shaven in microcosm 
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in the English Department itself. Yet all three of these elements werd 
embodied in the attempt by politicians in 1969 to solve university problems 
by a monolithic piece of radical legislation. 
9 
Amongst other things, the law brok% down the former Faculties into 24 schools 
of studies and a further eight separate institutes. It decreed a numerically 
specified representation of students, junior staff and non-academic staff 
across a whole new proliferation of decision-making bodies in the university. 
It was not long before the law was found to be too drastic, yet still to have 
failed to pacify the students, so that at the time of publication now legis- 
lation was already being drafted by the same politicians to reverse it. 
Under the 1969 law the main decision-making body at school of studies level 
was to comprise fifteen members: seven professors, four assistant lecturers, 
three students and one member of the non-academic staff, all of whom had the 
right to vote regardless of the issue. In the case of the school of studies 
into which the English Department was incorporated, the majority of the 
professors was in effect inflated by a partial boycott of its meetings by 
the elected student representatives. It will be recalled that the new profes- 
soriate in the Department, from which professorial delegates to the School of 
Studies Board came, had been swollen to fourteen by incromentation from the 
conservative end of the staff. Some had come from pre-doctoral junior status to 
professorship in a matter of months. The resultant constellation of the School 
of Studies Board meant that an office secretary from the Department - with no 
academic qualification - on occasions held the deciding vote. After a year's 
experience of this committee, its most distinguished academic, a professor 
of comparative literature, wrote of it, 
In the meetings of the Board there is not the slightest sign of 
rational debate, i. e. of the chance to convince by logical 
argument . Instead ... it is dominated by naked power politics. 
The chances of achieving progress and reform in the School of 
Studies are thus more remote than they ever were in the old Philosophical Faculty. 10 
Similar prospects existed within the 1English Department. In the first official- 
annual report of the University in 1971 the Director of the English Department 
wrote: 
Since the introduction of tho University Law the tensions in the 
English Department between the greater part of the staff and largo sections of the student body have increased rather than declined ... 
i 
1 
5. 
a 
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examinations have been interrupted and prevented from taking 
place, or have had to be held under improvised conditions; 
daubings on walls and damage to property have been no rarity. 
The libraries, in which years ago every place would be filled, 
are today empty, and many courses attract scarcely any students. 
Within the staff there has been a polarisation between 
fractions so that'constructive dialogue is no longer possible ... 
It seems doubtful whether existing views in the Department on 
what English philology is and what vocational relevance implies 
can be reconciled. There has so far been little sign of reform 
in the Department. 11 
Four years after the introduction of the law there wore still recurrent 
disturbances of courses and examinations, resort to the safety of premises 
off the campus, occasional fisticuffs and - in late 1973 - another theft by 
students of the address file from the Department office. The retention of the 
same professors and their reinforcement with young conservative professors 
(who because of the manner of their promotion were less likely than otherwise 
to obtain offers from elsewhere) afforded a prospect of little substantial 
change for years to come -a prospect strengthened by the departure of a 
number of the least conservative staff now that it became the practice of 
other universities to advertise vacant university posts publicly. 
Above the level of the schools of studies four central university permanent 
commissions were set up for planning, research and postgraduate work, course- 
teaching and syllabus, and libraries. But these commissions were to be composed 
solely of eight existing university staff and students elected to them for 
only two years on a part-time basis - clearly far too marginal a construct to 
deal with the problems at hand. The central commission most directly responsible 
for tackling the type of structural pathology shown in this research met for 
the first time only one and a half years after implementation of the new law, 
and was - on its own admission - far too amateur and weak an institution to 
deal with the long-term problems of university reform, lot alone for dealing 
with the circumstances in individual schools of studies and departments. 
12 
Just as the inability to reach political compromise in the Academic Senate had 
prevented timely election of the central commissions, so it also prevented the 
setting up of anything like a contra for educational research and innovation in 
the University. 13 
The difficulty of achieving political compromise and the failure to undertake 
necessary institutional reforms were not unconnected. It was earlier suggested 
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that the current legislation and reform of the German university were too 
drastic and monolithic, bearing signs of a 'furs teutonicus'. One manifesta- 
tion of this is the extreme form of the discovery of politics in science and 
on the campus. The belated assault on professorial despotism and degenerate 
forms of positivism produced, by virtue of the stored frustration with which 
this battle was fought and the obvious vulnerability of the targets, 
excessive enthusiasm for the cause. As a result, on the one hand politics are 
to some extent seen as a substitute for science, on the other as an alternative 
to functionally necessary reforms, which are frequently apostrophised as "sys- 
temimmanent" or "technocratic". Holders of political office in Germany 
have a tradition, though, of intervention in university appointments and will 
not willingly tolerate exclusive claims to political wisdom from the campus, 
especially when they take the form of an ideology contrary to their own. At 
the same time the university's failure to take the initiative in conducting the 
necessary functional reforms lays it open to attempts by external holders 
of political office (in Germany often identified with the State) to take firm 
and ideological control of it. The trend is apparent in Berlin, in West German 
universities and in 'West German education as a whole. 
14 It can be seen in the 
manner the new reform laws for the universities are being altered, in the ideo- 
logical censorship of university appointments by regional ministries, censor- 
ship of academic courses, the attempt by the ministries to decide which univer- 
sity professors should be allowed to conduct final examinations, the relatively 
extensive use of the police on the campus, the so-called 'Radikalen-Erlass' 
(i. e. 'Radicals Decree') imposing political censorship on entrants to the 
teaching profession and the judiciary. Some of the actions taken by the minis- 
tries have been declared by the courts to be illegal. And here, again, in the 
matter of external control of the universities by politicians, the lessons of 
the past should be clear enough. 
It should be clear, also, though, from the first chapter of this thesis and } 
many of the footnotes that the findings are seen as applying not merely locally. 
For a start, evidence was continually presented to the author by respondents 
that the circumstances in the English Department were not fundamentally different 
from a number of other departments in the Free University and other German 
universities. Many references to literature on the university in this report 
suggest parallels still further afield. A difficulty with any ease study, of 
course, is to establish the degree to which its findings may be generalised. 
Logically, the classic paradigm of any one man being in some respects like no 
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- other man, in others like some other men, and in still others like all other 
men applies to institutions, too, Sir Eric Ashby has vividly described the 
existing range in quality between university departments: 
At its best a department is an intensely con-. ontrated society 
within the wider society of the university, dedicated to 
research and teaching in its speciality, jealous of its 
prestige, measuring itself against other similar departments 
in other universities, presided over by a benevolent professor, 
whose wife may even organize a rudimentary welfare service in 
the form of a wives' club and a baby-minding panel. At its 
worst it is a cell of anarchy and autocracy, reluctant to 
cooperate with the rest of the society, controlled by a despot 
who, however vigorously he defends academic autonomy at the 
level of the Senate and Council, is unwilling to concede it 
at the level of his own junior staff; he rarely holds staff 
meetings; he does not consult his lecturers about departmental 
decisions; he dominates his colleagues in a way he would never 
allow Council to dominate Senate or the Faculty to dominate 
his department. This power residing in departments, whether it 
is exercised well or badly, is all the more dangerous because 
its limits are not defined. 15 
More recently Halsey and Trow have written in a similar vein of the "threat 
posed by departmentalism", 
16 
and its increase with the expansion of the univer- 
sity. There is evidence indeed that university departments in other countries 
frequently abuse their academic and institutional licence. A survey of American 
university departments concludes: 
The universities and the departments within them are out of 
control. Administrators and faculties too readily interpret 
their own aspirations as meeting or transcending the educa- 
tional needs of the clientele which they servo. In seeking 
support to fulfill these aspirations, they engage in half- 
truths and reluctantly acquiesce to requests for data which 
are so selected, manipulated, and presented as to support 
their case. ... In most cases, too, presidents and vice- 
presidents do not know just what is going on in the colleges 
and departments, for these units also engage in half-truths 
and misrepresentations shrewdly calculated to attain their 
own ends. 17 
In Britain a recent report to the University of Birmingham condemnod depart- 
mental hegemony: 
The working party is scathing about the effects on students 
of departmental ambitions, suspecting that on arrival at 
the university many students acquire "sharply restricted" 
notions of which questions may be asked and which not and 
of what is "serious" and what "irrelevant". 
The world of intellectual discourse, of the university as 
a whole then becomes the world of the department's language, 
the department's jargon, the department's assumptions and 
the department's omissions. "18 
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These remarks draw attention to the normative causes and consequences of social 
structures. For the author amongst the most important implications of this 
Berlin case study is the evidence found at department level that the hidden 
curriculum of the university -a much neglected area of research - may well, 
despite the rash of reform legislation throughout Germany - be doing danger- 
ously little to help prepare future citizens for participatory democracy. 
19 
The seriousness of this remark is pointed by the literature already quoted on 
the role of schoolteachers before and during the Third Reich. 
20 Hentig has 
written: 
Part of the teacher's training are the forms of institutional 
and social life he experiences in his first thirty years of life. If 
these could only be made liberal enough for the subservience of 
the teaching profession to be reduced over the next generation, 
this would do more than many other measures to determine the 
political fate of Germany. 21 
In the more limited area of university structure, the research shows that the 
problem of departmentalism needs urgently to be solved. For, in Halsey and 
Trow's words: "As it develops it will put great strain on the tradition of 
academic control of internal administration if a separate and perhaps domina- 
ting administration is not to energd: 
22 Drossel and others have a similar aware- 
ness: "Departments and other units within the university must be brought under 
control so that their resources are allocated and used in accord with priorities' 
set for the university by the university in cooperation with those who support 
it. «23 
Universities must establish a more sophisticated structure of support and re- 
view services above departmental or school of studies level to ensure that the 
limited resources, but relatively unlimited power, of the department, and the 
old abuses of the faculties (conceivably in the guise of schools of studios), 
do not foster inefficiency, inefficacy or even chaos on the campus. Indicative 
planning and an institutional research which is not merely mechanistic, but 
incorporates sociological and psychological understanding will need to be 
part of this suprastructure of the university. Without them the movement in 
Germany to vastly larger comprehensive universities promises to bring new 
dissatisfaction, dislocation and turmoil. 24 
1+. Achievement of the research goals 
While, of course, judgement as to this lies at least as much with the reader 
as with the author, the research worker has the particular responsibility of 
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using his fieldwork experience to explain the degree of his success and failure. 
It is hoped that the first - dual - purpose of the research has to a considerab1 
extent been achieved, namely to offer a"consistent explanation for the structure 
of this one university department and its operation, at the same time giving 
access to the perspectives and circumstances of those actually involved. 
The second purpose was to achieve a number of aims of institutional research, 
including that of revealing dysfunctions sufficiently to offer a basis for 
practical reforms in the university and department concerned, as well as in 
other universities with similar circumstances. This aim has a contractual 
element: the researcher produces his findings (and where appropriate, recommen- 
dations) and the client draws his conclusions from them. One year after the 
completion of the fieldwork the author produced an extensive report of pre- 
liminary findings with some specific recommendations. 
25 Although one of the 
central commissions of the university published an enthusiastic review of the 
report, 
26 
neither the central university administration, nor one of the central 
commissions, nor the Department itself took the report as a basis for consulta- 
tion or action. Here the reasons given in Chapter I to explain universities'- 
reluctance to investigate themselves can also be seen as reasons they may fail 
to react to investigations of themselves. The university, though an organisation 
formally dedicated to the pursuit of reason, is, as its participants well know - 
a highly irrational institution. It is, of course no novum for research find-. 
ings to be ignored. Indeed the researcher must usually be content with contri- 
buting towards a sum total of research which only as a sum total begins to 
influence action. 
The third purpose of the research, namely to contribute towards a taxonomy of 
university departments, was in any direct form relinquished, in belated recogni- 
tion of what Katz and Kahn have written on the subject of institutional taxonomies 
as being too ambitious and not necessarily productive. They see typologies of 
complex entities as a questionable resort to solve the dilemma between the 
uniqueness of the individual case and the perspectives of global theory: 
Most typologies of organizations, like most typologies of 
personality, tend to oversimplify the complexities of many 
interacting factors and to propose pure types based upon 
the presence or absence of a single characteristic. 
Typologies thus can be expanded indefinitely as some now 
factor is seized upon to indicate an additional class. 
The process is convenient but logically unsatisfy'ing. 27 
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One sees this with Gouldner's 'cosmopolitans' and 'locals': although the 
distinction does open an awareness - hence its notoriety - it is, for example, 
inadequate as a dimension for applying to the staff of the English Department, 
who were neither oriented to a concept of their discipline nor displayed particul 
loyalty to the Department. Instead they define3 their roles by accepting only 
certain constraints from each. In the long term a sophisticated taxonomy of 
departments, built up from concepts in the sociology of organisations and applied; 
classifications such as those of-Vreeland and Bidtivell28 should provide usable 
tools for university planners. We are still, though, at a stage whore we need 
more systematic case studies of university departments from which taxonomies 
can be derived and with which they can be tested. 
This brings us to the fourth and last aim of the research - to justify by the 
results a type of research whose characteristics were the concentration on a 
single university department, the systematic collection of the necessary 
empirical data by a combination of obtrusive and unobtrusive techniques, a 
lattice of longitudinal and cross-sectional surveys, and an approach mid-way 
between that of the sociologist and the institutional researcher. Certainly 
there was ample sign on the Berlin campus for years before and after this re- 
search that other departments - and subsequently schools of studies - experien, 
severe crisis, sometimes culminating in closure. Within the University there 
were not the procedures and institutions to understand or effectively investi- 
gate the situation in individual departments, let alone remedy them where 
necessary. A comparison between the state of the University's data collection 
on itself (see Chapter V) and the findings of this research, plus the manifest 
need for informed action on a campus and in departments in turmoil or sloop 
should be sufficient justification. So too, should the costs of mass higher 
education and modern research. 
29 
Research into individual departments and collogos has increased exponentially 
since this study was startod. 
30 Some of it is still at the stage of armchair 
reasoning and relies on departments' portrayal of their own achievements. It 
should be clear from this study in Berlin that such an approach has to be 
treated with great caution. 
Undoubtedly the research conducted here was too ambitious for a single research 
worker. It would seem advisable for universities or university regions to sot 
up centres of institutional research to include amongst others, a team of three 
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or four to study the structure and operation of university departments. The 
team might comprise a sociologist, a psychologist, a systems analyst and a 
coopted member from the discipline of the department(s) currently being 
studied. Such teams would allow a far more rapid research process and greater 
analytical sophistication. Progressive sophistication would move on beyond 
the comparison of paired cases and the recording and secondary analysis of 
cases towards a taxonomy. The team would gather expertise and could be called 
in to examine critical cases and advise on the indicative planning which should 
be a normal part of university operations. Clearly setting up such centres of 
institutional research offers no easy panacea for all the maladies of depart- 
mentalism, but universities which seriously followed such a policy would no 
longer be subject to Caplow and McGee's accusation quoted at the start of this 
report. 
Institutional analysis of educational institutions needs to become a regular 
part of their operations - in Germany and elsewhere - as does a logical next 
step beyond it, educational consultanoy. The research project described here 
can be seen as providing a pilot study for the more sophisticated team projects 
which must follow. Such team projects will need to use a range of data collec- 
tion at least as varied as that used here and a broader range of analytical 
techniques. Institutional research projects involving this variety of data 
collection and analytical processes are, however, rare so that more experience 
is needed of the methodological problems involved. 
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Appendix I 
RESEARCH OI RATIONS AND RESPONSE RATES 
j 
The Surveys 
The nature of the data collection is described in Chapter I. This appendix 
gives summary information on each of the surveys conducted, first in tabular 
form (see Table 14, page 357 ), followed by more detailed information. 
The response rate in some cases may have depended considerably on the degree 
of on-site contact with respondents before and/or after administration of the 
questionnaires. All the interviews and questionnaire surveys were conducted 
in German, with the exception of the questionnaire survey of prizewinners in 
the Department's English essay competition. The questionnaires themselves 
and tabulated data from the surveys are given in Volume II. 
Survey T. University Entrants 
Interviews were held with all 37 applicants who had written, within the 
officially prescribed period, to the FU Admissions and Immatriculation Office, 
requesting that they be registered to start their studies at the FU in the 
Summer Semester 1969, with Anglistik as their main subject. 
Various studies show the dramatic changes in attitude that can occur in fresh- 
men in their first term, and a shortcoming of previous German studios is that 
they tend to ask respondents to make only retrospective statements about their 
transition to university. It was thus important to question entrants before 
they arrived at the university. A difficulty in this, though, was that before 
the start of term there was no reliable list of entrants. This would not become 
available until the closing date for immatriculation well after tho start of 
term. A chance was therefore taken, and all accepted applicants (thoir addresses 
were obtained from the Admissions Office) were approached, in the hope that 
not too many would decide at the last minute not to take up their places at 
the FU. Applicants with subsidiary subject Anglistik vrere not approached at 
this stage as subsidiary subjects wore often not filled in on the application 
forms, and, when given, were, in the experience of the Office, highly unreliabl©4 
Nor were students approached who, after a period away from the FU, wore applying 
to be reimmatriculated. 
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Letters were sent to the whole sample in March and April, 1969. All the 
applicants agreed to an. interview. Two, however, subsequently decided not 
to study at all. Another, a full-time primary school teacher, could in the 
event not find time for an interview during the course of this survey. 34 
entrants (91 of the sample). were interviewed. 21 were interviewed in the 
three weeks immediately preceding the summer semester. Another 11 interviews 
were conducted in the first two weeks of the semester. The remaining two were 
held. in the subsequent three weeks, The fact that all interviews were arranged 
and conducted by the author at a rate of up to three a day, and that the arrival; 
and settling in of West German students had to be awaited., made further oontrao- 
tion of the time-span difficult. It was, in addition, a period in which all 
entrants were having to negotiate the tediously time-consuming string of forma- 
lities connected with immatriculation, and when some were busy hunting for 
lodgings. The spread in the interview dates clearly affects some of the re- 
sponses, e. g. with regard to expectations of the university. An attempt was 
made, though, wherever possible, to allow for this in the coding. 
Focused interviews were used, ranging from ca. 117 to 3 hours, with a mean dura- 
tion of ca. 2 hours - mostly in respondents' homes or lodgings, some in the 
author's flat. All interviews were tape-recorded and transcribed. An interview 
schedule was followed. Most questions were open. Considerable use was made of 
the more productive questions used by Ulf Preuss The interviews worn partly 
intended as a means of creating sufficient rapport with respondents to motivate 
their participation in a longitudinal study, covering three semesters. 
Survey 2. Entrants' Timetable 
Entrants were requested to give their oourse timetable for their main and 
subsidiary subjects in their first semester. 33 out of 35 (94 o) replied. 
Surve, y ý. Freshmen. 
All 31. respondents from the Entrants Survey were sent postal questionnaires 
in late Juno 1969 -- i. e. in the last 2-3 weeks of their first semester. Of 
these 34, one had, in the first few 'weoks of term, abandoned Anglistik. Two 
of the 6 freshmen non-respondents were in the process of leaving either Angli- 
stik or the FU. 27 of the 33 freshmen - 82; 0 - replied. 
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Survey 4. Freshmen's Timetable 
Freshmen were requested to give their course timetable for their main and 
subsidiary subject for their second semester. 27 out of 33 (82J) replied. 
Survey 5. Sophomores 
All 34 respondents from the University Entrants Survey, plus a full-time' 
primary school teacher who could not be interviewed before his entrance to 
the university, and less two students, who had studied Anglistik for only one 
term or less, were sent postal questionnaires in October, 1970.31 out of 33 
(91; 
Jýö) replied. Of the two non-respondents, one had left Berlin for a West 
German university; 
Survey 6, Subsidiary Subject Entrants 
The University Statistics Office could provide no list of entrants before the 
start of semester with subsidiary subject Anglistik. The Department's own list 
was known to be incomplete, filling up only gradually after the start of seme- 
ster as and if these entrants chose to register. In view of this, the smallness 
of the population and the relative unimportance of the data compared with the 
far more extensive interview data from the survey of main subject entrants, 
the findings of the short questionnaire used to try to obtain broad differences 
in the circumstances of these respondents as opposed to those of main subject 
entrants were not treated systematically in the research. 
Survey 7. University Transfer 
The same remarks as for Survey 6 apply to a short questionnaire administered 
{ to those entrants located as coming from another university. 
Surveys 8-10. Teachin Courses, Course Tenchers snd Course Students 
A circular was sent to all members of the teaching staff requesting permission 
to observe teaching sessions. Four were reluctant, but all save one could be 
persuaded in interviews to agree. The author attended one session from each 
type of course held in the VTintor Semester 1969-70 - l3 courses in all. Vnioro 
the same member of staff was conducting different types of' course (e. g. lecture, 
main seminar, proseminar, class etc. ) each of these was observed. If, however, 
he was teaching more than one parallel course (eg. In essay-vrritind' 
or translation ), . only one of those courses was observed. Staff membors 
<,: ý. 
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were not forewarned which session would be observed. An observation schodule - 
indebted to Medley and Mitzel's chapter in Gage's Handbook of Research on 
Teaching - was used. It was typed in a private shorthand so that it should 
not be comprehensible to course participants sitting next to the observor. 
In addition each teaching member of the staff was sent a questionnaire on one 
of his courses, whereby the attempt was made to cover as many as possible of 
the types of courses offered by the staff as a whole. Of the 21+ teachers' 
concerned 22 (92%) replied, meaning that teacher perspectives were available 
for 52% of the courses actually observed. 
To obtain a sample of student participants in the courses was more difficult 
as there were no public attendance lists, and the population in a given course 
would change in the course of the semester. The observation was to be kept 
as unobtrusive as possible, but as some students would arrive late for courses, 
others leave early, it was not possible to obtain lists of participants even 
in those sessions observed, without accentuating the observer's presence. 
The author therefore had to be content with noting all students whose names 
were mentioned in the session plus those he knew - at least by sight - from 
his previous employment in the Department, or from the fieldwork. In this 
manner the names of at least two students from each course were collected. Of 
these, two student members from each course were randomly selected and sent 
questionnaires in the hope that at least one per course would reply. In fact 
of the 43 courses visited, completed questionnaires were received on 42 (98%). 
Of these, one per course was randomly selected and the statistics for the 
survey on student course participants thereby compiled. Clearly from a purist 
point of view there are many deficiencies in such a procedure. For the circum- 
stances it was the best the author could find. 
Survey 11. The Intermediate Examination 
The examination was divided into a literature and a philology section. In the 
literature section all 19 candidates sitting the exam at the start of the 
Summer Semester 1970 were sent questionnaires, with the exception of two who 
had already each been asked to complete two other questionnaires in the course 
of the research. For the philology part of the exam the Head of the Philology 
Section of the Department refused to provide the author with a list of candi- 
dates even after the exam itself, though assurances of confidentiality were 
i 
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given. The best obtainable sample was thus taken: the published list of 19 
successful candidates from the start of the Summer Semester 1970, loss three, 
for the reason given above, was augmented by as many unsuccessful candidates 
from the same sitting of the exam as could be ascertained by informal inquiries 
amongst participants in the-exam and other students. Twelve failed candidates 
were discovered by these means. Altogether 1i. 5 candidates sitting the Intermodiat, 
Exam were sent questionnaires; 37 (82ö) replied. 
Survey 12. The Essay Competition 
A single page questionnaire was sent to the three prizewinners in the Depart- 
ment's annual essay competition held in the I7inter Semester 1969-70. All replied. ' 
Survey 13. Student Academic Assistants (iiiwis) 
All 15 'studentische Hilfsassistenten and 'Hilfskraefto' (Hiwis) in the Depart- 
ment in the Summer Semester 1970 were sent postal questionnaires in Juno/July 
1970. Fourteen (93ö) replied. 
Survey 14, Student Politicisation 
A strategy was adopted of using the longitudinal study of university entrants 
(the Entrants, Freshmen and Sophomore Surveys), plus data collected for other 
parts of the project, as indices of the general level and natura of student 
politicisation in the Department. Against this was placed an investigation 
of students conspicuous for their political initiative. 
Given that there was no available record of politicised students - where 
'politicised' is taken to mean simply 'exercising political initiative' 
other moans of recognizing student politicisation had to be sought. Membership 
of institutionalised political groups in the Department (the 'Rota Zello', 'Rote 
Fachbreichsgruppe' or 'Liberale Alternative') was ruled out as a possible basis 
for sampling, as there was a certain secrecy about membership of the former and 
latter of these, which the author, despite good contact with individual members 
of all three groups, did not - for strategic reasons - wish to probe too deeply.!; 
(This was the period in which the Berlin Senate was conducting a not universally 
popular investigation of student political groups in the University. ) 
A random sample of students was made from a list of 3ympathi. sors, circulated 
,ý 
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for internal purposes, on a leaflet by the Ad Hoc Group in the Department, in 
July 1969 - less any students who had since left the Department. The Ad Hoo 
Group was the only organised political group in the Department, at this earlier 
date. It contained members of the former 'Institutsvertretung', later restyled 
'Studentenvertretung', from which, and against which, emerged the Ad Hoc Group. 
This, in turn, later became the 'Rote Zelle', from which the 'Rote Fachbereichs-' 
gruppe' (RFG) was to splinter. There were in the sample thus students who had 
been consecutively - members of all those groups. In addition, all Anglistik 
candidates for the 'Fachbereich' elections in the Summer Semester 1970 were 
included in the sample, with the exception of those who had already answered 
questionnaires for other surveys in this project, plus others already on the 
Ad Hoc Group leaflet. To throw light on the entrance of freshmen into the 'Rote 
Zelle', a random sample of 6 freshmen entering the 'Rote Zelle' in the Summer 
Semester 1970 was added. The result was a composite sample of: 
Ad Hoc list 19 
Studenten FB election candidates 15 
Freshmen members of the 'Rote Zelle' 6 
1+0 
Yhile there was no quota sampling of various departmental political groups - 
and no available basis for this - the population delineated above was designed 
to give as wide a spectrum of group allegiance as possible. The group allogianoow 
of the sample was distributed as follows: 
'Rote Zelle Anglistik' 15 
'Rote Zelle' Freshmen 6 
'Rote Fachbereichsgruppe' 8 
'Liberale Alternative' 9 
'Institutsgruppe Romanistik' 2 
4-0 
Postal questionnaires were sent in July, 1970.31 of 40 (76j) respondents 
replied. (? 3r0 of the 'Rote Zelle' members surveyed, 67 of the 'Rote Zello' 
freshmen, 10011o of the 'Rote Faohbereichsgruppe', 78 of the 'Liberale Altorna- 
tivo' and 50(,, 'of the 'Institutsgruppe Romanistik'). 
Survey 15, Finals (Staatsexamen) Canaiä. ates 
All 27 applicants for admission to the First 'Staatsexamen', giving Anglistik 
as their main or subsidiary subject, and who submitted their application to 
meet the State Examination Board entrance date of ist July, 1969, were sent 
questionnaires in August, 1969. Six of them had Anglistik as their subsidiary 
subject. 26 out of 27 (966 replied. The remaining respondent professed Willi, 
ness, but shortage of time. 
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Survey 16. Finals (Staatsexamen) Graduates 
The sample was as for the Finals Candidates Survey. A questionnaire was sent 
shortly after each candidate had finished his exam - in the eventbetween May 
1970 and February 1971.26 out of 27 (96ö) replied. 
Survey 1,. The Academic Staff 
All 34. full and part-time academic staff, as of May 1970, including those on 
sabbatical leave and the 'Lehrbeauftragte', but excluding the'Hiiwis' and those 
taking marginal weekly courses in English conversation outside the main study 
course, were sent questionnaires in May, 1970. Some of the questions were taken 
from the questionnaire used by Halsey and. Trow for The British Academics. 28 
out of 34. (82ö) replied. This high response rate may give a false impression 
of the staff's willingness to cooperate with the research. The questionnaire 
was long, but not longer than two or three others used in the research. The 
staff were requested to complete the questionnaire within three months. This 
span was designed to allow respondents to complete the questionnaire during 
term or vacation, as they wished. After four months, 15 out of 31. (4J ö) had 
replied. An intensive mail, telephone and face-to-face campaign was embarked 
upon to reduce the non-response rate - an effort such as had not been necessary 
with any of the student surveys. After one reminder, seven further respondents 
replied. Others did so after receiving their second or third reminder. Four of 
the respondents lost their questionnaire before completing it, so that replace-, 
ment copies had to be provided, an event which did not occur in any of the 
student surveys. A professor's explanation of this recalcitrance in terms of 
the staff's resignation was quoted in Chapter I. A junior member of staff 
offered another explanation: "Die Soziologiefoindsoligkeit des deutschen Frofos- 
sors. " While the author did occasionally meet with at least scepticism amongst 
the staff towards sociology, more common was an apparent view that social 
science and educational research had little to do with their own activities. 
{ 
Survey 18. Premature Leavers 
In the Winter Semester 1970-71 the University Statistics Office provided a list 
of those students from the Department who had been exmatriculated in the proviou 
summer semester. Where their addresses werd knotivn, they were sent a quostionnair 
in February 1971. Twelve (67) replied. From the replies it was clear that not 
all those classified as drop-outs had left the university, for some had simply 
neglected to re-register; on the other hand it was known that students who had 
t 
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ceased studying had not"notified the Matriculation Bureau. This meant the 
University had no reliable statistics on premature leavors. Consequently, the 
survey responses were not treated in detail in the research. 
Notes to Appendix 1 
1 Preuss., U.,, Zur Situation und zu Problemen von Studienanfaennern, 
dargestellt am Beispiel von Romanisten. Juristen und Patienten einer 
Therapeutischen Beratungsstelle, Diploma thesis, Free University, 
Berlin, 1968. 
To some extent in this entrants survey, but more so in some of the 
other surveys in the project, a number of questions, modified or not, 
were taken from the questionnaire used by Jenne, Krueger and Mueller- 
Plantenberg in Student im Studium. 
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Appendix 2 
FIRST JIM, SSIONS OF UNIVERSITY LIFE 
(This was the title of an essay set by arrangement with the author - though 
respondents were unaware of the fact - in a regular essay course in the 
Department three weeks after entrants had arrived at the University. Repre- 
sentative extracts were selected, in this case only from entrants sampled 
for the Entrants Survey. All bridging passages in square brackets are the 
author's condensation of, or abstraction from, the original text. There 
has been no correction of the respondents' English. ) 
All in all my first week was rather hectic. Often I seemed to be driven from 
pillar to post. Nevertheless I did get used to muddleing my way through all 
apparent obstacles by degrees. Making my own time-table was a quite unfamiliar 
task for me, since throughout my whole life I never had this privilege and 
perhaps enormous responsibility. For the first time in my life I was free to 
choose my own teachers. But, this freedom of choice proved itself to be 
quite a problem, for who was I to choose, not knowing the advantages and dis- 
advantages of my option? In asking a few senior students what they knew about 
the quality as a teacher of this or that member of the curriculum, I received 
some valuable and informative help, but also a good deal of nonsense. Finally, 
I worked out my time-table in part by convenience and. by what I call "guided" 
sentiment. But mainly I followed the information given in the "Vorlesungsver- 
zeichnis". After attending my first classes and lectures, I was not at all 
disappointed with my choice. The draft of my time-tables was properly speaking 
not the main problem during my first week. Orientating and getting used to 
the new rythm of university life was actually much more difficult. It was 
especially hard for me to learn using my time efficiently and practically. 
By degrees, and with lately acquired farsightedness of an almost one-month 
old university student I am beginning to do this, naturally with a smile at 
that first week of confusion. (r 1/24) 
[On the 'Studentenwohnungsvermittlung'] Then I queued before the agency for 
letting rooms. Vlhen it was finally opened I had to pay 3 marks for some tolo- 
phon-numbers, which of course, some more students had already copied and the 
rooms were no longer available, [On student counselling in the Department] ... 
most advisers there are helpful people as far as their own spheres are concerned, 
but they referred very often to someone else. ... So many questions and problems 
were still unsolved [when lectures got under way's o. g. What kind of books will 
be necessary? That are expressions like: Propaodoutik - Proseminar - or Untor- 
seminar? How many hours per week should a student enrol? Which professor is 
popular or not? Does he repeat everything only out of a book or does he worked 
out a subject to be up-to-date? Questions, questions, questions. As often as 
possible I asked students, who have been hero a year or more already, but 
sometimes it did not work out very well. One day I not lair. Anderson and gave him an interview to various subjects. His aim is to find out more of student 
problems, but is reluctant to advise-since he will not influence people. Not 
enough that a poor student has to be busy at the university or library, he 
has also to contact the police department for his new address, the student doo- tor, to undergo the X-ray exam. He has to visit old and now friends, he has to report to his parents and finally at weekends 'cook meals, wash'up etc. ,.. So student life is not as easy as popularly believed]. (r 1/32) 
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[On the first day at the university] When I came home this evening, I think, 
I had been much more confused than before. (r V3) 
But after several days the whole life at the university did not look [so] 
strange. In no time the beginner recognized that ho was not alone with his 
troubles, and that there were many others who had the same problems. [soon 
I had] learned to prefer this life at the university to life at school. 
(r 1/6) 
CI 
quickly learned to overcome my shyness by noticing that all other new- 
comers were equally shy, so! now I feel really "in"! Another thing which 
stroke me very much: the strained situation at university. I had not expected 
that the separation between the radical students and the staff had devollopped 
so far. It is evident that I am not conversant with all the reasons having 
led, to the now existing position and it is difficult sometimes to find the 
own opinion ... but ... I think it is necessary that the majority of students 
give up their passiveness and stand for what they think. (r 1/31. ) 
[At first] I felt helpless. Then I was showered with - most contradictory 
information. In former times I had always thought that a university study 
would give me the ability to beherrachena language well enough 
to become a good teacher, a better one than my teachers were, but now I have 
found that I have to waste my time with so many subjects which I would not 
regard to be useless but of less importance. Well, I have been told that we 
did not need to take the proposed subject because they are not obligatoric, 
but. as long as they appear in the examination this kind of free choice can 
only be theoretical. 
I feel that there are a lot of things that have to be abolished but I cannot 
agree to the methods of some of the revolutionary students, though their 
ideas are good. When I go to their meetings for example I feel somewhat put 
into a kind of religious orgie of a native tribe and I often do not under- 
stand a single word, because in their assembleys they seem to use a certain 
kind of secret-code. I would perhaps accept their ideas because they are 
right in most kinds, but why do they not admit the beginners to have their 
own opinion, why are they so sure, that all must agree to their ideology. 
They want to free us from one oppression and are busy to put us into another 
one. This necessary forces my opposition. I can't help it, but I must state 
that I am still confused. (r 3/4) 
(At first] one got the impression to be surplus ... Older students tell you 
that you should ask during the lessons why one has to learn like a maohino. 
... but one dares not to put questions because one is afraid that the 
university lecturer feels provoqued, that one might have a drawback in the 
future, but you feel also provoqued when you notice that you are treated 
like an infant. (r ], /13) 
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Appendix 3 
THE STANDARD OF ENTRANTS' WRITTEN ENGLISH 
AND THE NATURE OF EXAMINERS' MARKING. 
'Ei. nstufungsldausur. ' of 16th April, 1969: 
EssM - Writing 
[The students' essays were classified by the examiners into 
three groups. The scripts from the middle and lowest groups 
were available to the author. The two here have been selected 
to represent the range in standards of performance; the first 
is from the middle group, the second from the lowest group. 
The corrections are those of the examiner. ] 
A studont in his first term: 
Spring Is the Most Beautiful Season. 
2For most(of the)people spring is the most beautiful season and 
Ithoy have good reasons for, &this. There is no doubt about it, 
(that winter should be over by thgzi. at least our calendar gives( 
this information. As far as the year 1969 is concerned, however, 
everything seems to be just the other way round. It is still 
snowing outside, hail comes down now and then and when it is not 
2like this - then it J§-certainly ra_ in. ng cats and dogs. It is 
really no pleasure for anybodyy this year - except for the meteo- 
rologists perhap , who do not need to worry about daily weather 
reports. They would not change anyhow because they depend on the 
weather situation whiQh has been terrible for weeks and most cer- 1, 'Z ktainly will stay t -way. Te2, ling this makes me er jr r sad be- 
cause j really would have liked to give a fine description of 
what spring is like here - but I just cannot do this. So let me 
tell you about some other things for which spring seems to be 
k the most sy- ., hle and beautiful season of the year. The bio_logiat* 
\yvfor example are really interested in aping ti a! s--niriö They 
do not bother about the somewhat mixed-up breather situations 
as long as "their" plants araming out well enough. .. 
[The first half of the above essay is reproduced. - 
the remainder continues in similar vein. ] 
Another student in his first term: 
Dr. Barnard. 
In December 1967, the name Dr. Barnard made headlines in every 
newspaper. Ti]. ]. that day when a man got a heart from another 
person, nobody Imew the name of this doctor and the hospital 
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where he made his first transplantation of a heart. Today there 
I are about 50 people al]ver the world living with the heart of 
a person who has died%by accident. 
Dr. Barnard who h` b-en e first doctor try i i j- 0 this complicated (operation has become the most famous doctor '`he world. Many , (people living 4th an il; -heart 
have got now hope. Nevertheless, 
ltithere is a bac]yide. Discussions arose about, the problem of 
((heart-transplantation Some people prefee to the instead of 
taking another heart than their own pde and-other co 1 fear 
(that a rich patient can make a doctor let ýe someone take his 
heart. 
ýI think., v, ' 
the best way vrl. LLhe_to devolopään artificial heart. 
One or two weeks ago we could read in e newspapers that a doe- 
(for in Houston/USA made his first operation with an artificial 
heart. The patient died after one day. This shows us that medicino 
, thas,, get alone with all this problems. ~C ýi there is something more to say about Dr. l Th6utý is ß ar ord. He is a 
great man in medicine and in finding new ways to-help V`eople. But 
what about his character? He has become famous and made trips 
j thnaiZh the whole world. People look up to him and admire him. 
I the can be sure that the ara. ßmo. ther far from oveý ry civilization 
knows his name. And the little boy in theme *treot, who has never 
heard s= '. thing about Harold Wilson., talk' es,,, to his friend about 
`k Barnard. All this wil mae a person arrogrant and feel himc 
w like God on earth. ý, - .0 ý- 
'Einstufungsklausur' of 16th April, 1969: 
German - English Translation 
Es ist bemerkenswert, dass wir gerade von dem Menschen den wir lieben, am 
mindesten aussagen koennen, wie er sei. Wir lieben ihn einfach. Eben darin 
besteht ja die Liebe, das Wunderbare an der Liebe, dass sie uns in der 
Schwebe des Lebendigen haelt, in der Bereitschaft, einem Menschen zu folgen 
in allen seinen moeglichen Entfaltungen. Wir wissen, dass jeder Mensch, 
wenn man ihn liebt, sich wie verwandelt fuehlt, wie entfaltet, und dass 
auch dem Liebenden sich alles entfaltet, das Naechste, das lange Bekannte. 
Vieles sieht er wie zum ersten Male. Die Liebe befreit es aus joglichem 
Bildnis. Das ist das Erregende, das Abenteuerliche, das eigentlich Spannende, 
dass wir mit dein Menschen, die wir lieben, nicht fertigwerden: weil wir sie 
lieben; solang wir sie lieben; sie tappen nach Vergleichen, als waoren sie 
betrunken, sie greifen nach allen Dingen im All, nach Blumen, und Tieren, 
nach Wolken, nach Sternen und Meeren. 
(Max Frisch, "Du, sollst dir 
kein Bildnis machen") 
[The 
students'. translation of the above were olassified 
by the examiners into four groups - from A (the best) 
to D (the worst). The sample available to the author 
was group C. In the following solootion of soripts, 
the oorreotions are those of the oxaminer. J 
{ 
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A student in his first term: 
t\ It is remarkable that we are not able to , 
say myth. n about 
the character of the man we love. We simply love him. That is 
\\what love makes out, the wonderfu of love 
\ IA readiness to follow a man in all his possible Ea Sze know 
that every man who feels that he is loved feels changed likQ 
uo laed and that things uI. ulA-itselves for the lover, too, 
the nearest, the already known. Mantis he sees like for the 
tti, \\ first time. Love makes- , tfree from any picture 
that is the ex- 
citing, the adventure; ''ihe interesting that 
we can not_get, _algn 
±h the men we love: because we love them; 
as long as we love them; poets look. for comparisons, as if they 
1ý \ are-. drunk they seize all things in spcej flowers, animals., 
c o1 uds as well as stars and oceans. - cýaý-- 
A student in her third term: 
I It is remarkable, that we can tell the fewe ust about the m,  
\\we love most, horr he is We simply love him. That means ove, the 
k \wonderful in Iove t keeps us in ^_... __, ------ of 
living, in the 
will follow a man in' all his possible ways 
'ýWe know, that every man, when you love him, feels changed like 
refol , and so it seems 
to the loving to be rýefolL 
\\ the ngzl-tho long known. He sees so many things like for the first 
\\time. Love deliberatg, it out) from every icture. _That 
is the ex- 
biting, the adventural, the -1 in fact that we can't het over 
with the men we lova; 1as long as we love them; the poets search 
\\\for paralells, like beinr. _drunk, 
they - for all things in k 
cosmos, for flowers, and anin ls, for clouds r stars and oceans. 
`rte. 
student in his ninth terms 
It is remarkable that exactly about the person wo love we are at 
k0 the most at loss tQ_S_a3L. hQ. 17_he is. We simply love him. This 
\\is the very w; b, tarýce, of love, the wonder of love: that we aro 
kept in the uncertain of the livipg, »in 
the reads ess to follow 
?a person in all his possible development. Wo know that each man 
k\ when he is lovedy feels comple ed changed, like unfolded and 
\\that to the loving, too, everything isunfoldin4j the next, the 
\\long a uainted. Much of it he sees for tie first time. Love 
\k, freps&from each yicturo. This is the exciting, the adventurous, 
the really thrilling experience: that we don't fully comprehend 
the men -we 
love: because wo love them; as long as we love them; 
the poets blj y, ,m for rmmp rin;! as if they were drunk,, they 
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I `reac four. all the things in the ether, for flowers, and. animals, 
for clouds, for stars and seas. 
(Max Frisch, 
"Thou Shall Not Make yourself 
a Picture") 
2ý Z-- 
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Appendix 
THE OFFICIAL GUIDE-SHEETS 
PROVIDED FOR ENTRANTS 
First guide-sheet 
ENGLISCHES SEMINAR DER FREIEN UNIVERSITAET BERLIN 
1 Berlin 33, Gazystr. 35 Tel. 7690 2228 
Gesamtplan des "Grundstudiums" Euer das Fach Anglistik 
(nicht mehr obligatorisch; empfohlene Reihenfolge) 
Fuer Studierende im 1, Semester: 
Einfuehrung ins Altenglische 2 Wochenstunden 
Phonetik und Uebungen im Sprachlabor " 
Einfuehrung in die Interpretation 
literarischer Texte it 
im 2. Semester: 
(x)Sprachwissenschaftl. Proseminar 
Altenglisch 
Literarhistorische Uebung 
im 3. Semester: 
Einfuehrung ins r. Sittelenglische " 
1iissenschaftl. Uebungen zur neuenglischen 
Grammatik " 
(x)Literarisches Proseminar " 
im 4.. Semester: 
Sprachwvissenschaftliches Proseminar 
Mittelenglisch 
Literarisches Proseminar: Grundbegriffe 
der literarischen Kritik 0 
(x) : Diese Uebungen entfallen bei Anglistik als zweitem Fach. 
-. -. -. -. -. -. -. -. -. -. -. -. -. -. -. -. -. - 
Die Aufnahme in die einzelnen Kurse erfolgt 
t 
nur nach persoenlicher Anmeldung in den Sprechstunden 
Neben der Ende April 1969 stattfindenden obligatorischen Studienberg 
durch den geschaeftsfuehrenden Direktor des Englischen Seminars finden 
waehrend des Semesters zusaetzliche porsoenlicho Boratunren durch die wissen- 
schaftlichen Raete und Assistenten des Englischen Seminars auf Einladung 
statt. Diese Veranstaltungen sind obligatorisch, Am Anfang des Semesters 
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werden am schwarzen Brett Listen mit den Namen der Raeto und Assistenten, 
die die obligatorische Studienberatung in kleinen Gruppen durchfuohren, 
ausgehaengt. Die Erstsemester worden gebeten, sich unbedingt in diese Listen 
einzutragen. Puer Studienanfaenger ist es unbedingt erforderlich, sich im 
Geschaeftszimmer des Seminars (Zimmer 106) eine Seminarkarte zum Eintritt 
in das Seminar und zur Benutzung der Bibliothek ausstellen zu lassen (in 
den Sprechstunden Mo, Do, 11-13, Di, Fr 15-17). 
Die fuer die Teilnehmer am Grundstudium obligatorische Leseliste ist am 
Eingang zur Bibliothek erhaeltlich. 
Das Semester beginnt am 15. April 1969 und endet am 14. Juli 1969. 
Second guide-sheet 
ENGLISCHES SEMINAR 
Freie Universitaet Berlin 
ZWISCHENPRUEFUNG 
1. Die Zwischenpruefung besteht aus drei Teilen: 
1. Neusprachliche Fruefun (NP): a) Essay, b) Uebersetzung, 
c)Phonetik, cl) Syntax, e) Oral Test. 
2. Altsprachliche Pruefung (AP): a) Uebersetzung Ao. und Ile., 
b) kultur-bzw. literaturgeschichtliche Fragen, e) sprach- 
wissenschaftliche Fragen. 
3. Literarische Pruefung (LP): a) Interpretation, b) literar- 
historischer Essay, c) Literaturwissenschaftliches Grundwissen: 
Fakten, Begriffe, Definitionen. 
11. Keine dieser drei Teilpruefungen ist Voraussetzung Euer die Zulassung 
zu einer anderen Teilpruefung. 
Die Zulassung zum altsprachlichen, bzw. literarischen Hauptseminar 
setzt das Bestehen der Teilpruefungen 1 und 2, bzw. 1 und 3 voraus. 
Die drei Teilpruefungen finden jeweils vor Beginn (in der 1. Aprilwoche, 
bzw. in der 1. Oktoberwoche) und gegen Ende des Semesters statt. 
Alle drei Teilpruefungen der ZP muessen spaotostens am Ende des 5. 
Semesters zum ersten Mal versucht werden, jedoch muss der letzte 
Versuch am Ende des 6. Semesters unternommen werden. 
111, Sonderre tuna fuer Studenten, die im SS 1968 schon im 6. Semester. oder 
einem hoeheren Semester stehen, sowie fuer alle Neuzugaenge von andoren 
Universitaeten: 
Da diese Zirischenpruefung genau wie die Hauptseminar-Aufnahme pruerung 
alten Stils keine Vorleistungen erfordert, gird die HS zugunsten der 
ZP sofort abgeschafft. Diese Studenten muossen sich spaetestons am 
Ende des SS 1969 der ZP zum ersten ]! a1 unterziehen, ab wS 1969/70 
gelten auch fuer sie die oben genannten Regelungen, 
1V. Ersatz fuer Teile der Zwisohenpruefung: 
1. Die erfolgreiche Teilnahme an folgenden offen Abschlussklausuren 
befreit von den entspr. Teilen der Zwisohenpruafung: 
1. Essay I 
2. Uebersetzung (dt. -engl. ) A 
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3. Phonetik 
4. Syntax II 
2. AP: Die erfolgreiche Teilnahme an einer UebunC: Altenglisch 
befreit von der ae. Uebersetzung der AP. 
2. LP: Die erfolgreiche Teilnahme an einer Klausur der 
Literarhistorischen Uebung oder der Uebun. r, zur literari- 
schen Kritik befreit vom Teil o) Literaturwissenschaft 
liches Grundwissen: Fakten, Begriffe, Definitionen. 
Puer alle Studenten, die noch nicht alle Teile der ZP bestanden 
haben, besteht die Verpflichtung, zweimal im Semester an einer 
Studienberater teilzunehmen. Die Arbeit der Studienberatung 
teilen sich die Mitglieder des Staffs und der SV. 
Anmerkung: Kleinere Aenderungen durch Fakultaetsbeschluss sind in den 
naechsten Semestern zu erwarten, 
Berlin 33, Sommersemester 1968 
Third guide-sheet 
BENUTZUNGSORDNUNG 
fuer die 
Bibliothek des Englischen Seminars der F. U. 
Die Bibliothek des Englischen Seminars ist geoeffnet 
Montag bis Freitag von 9- 21 Uhr 
und Sonnabend von 9- 12 Uhr 
Oeffnungszeiten waehrend der Ferien werden durch 
besonderen Anschlag bekanntgegeben. 
Die Benutzung der Bibliothek is nur Inhabern einer Seminarkarte 
gestattet. Die Karte ist beim Betreten des Seminars bei der Aufsicht am 
Seminareingang vorzuzeigen. Beim Verlassen des Seminars ist der Aufsicht 
unaufgefordert jedes Buch vorzuzeigen. 
Die Bibliothek des Englischen Seminars ist, ausser der Ausleihbibliothek 
(AB), eine Praesenzbibliothek. Die Buecher muessen deshalb jederzeit zur 
Arbeit im Seminar zur Verfuegung stehen. Sie koennen nur ueber Nacht uebers 
Wochenende oder ueber die Seminarferien ausgeliehen werden. Die Ausleihe 
erfolgt ab 17.00 Uhr. Sonnabends ab 10.00 Uhr. 
Ausleihe : Mo bis Fr 17 - 19 Uhr 
Rueckgabe : Mo bis 'r'10 - 11 Uhr 
Auf genaue Einhaltung der Rueckgnbezeiten ist zu achten; 
In Ausnahmefaellen (Hauptseminararbeiten) Staatsexamina, Dissertationen) 
koennen Duecher ueber mehrere Tage ausgeliehen werden, doch nur nach Rueck"- 
sprache mit einem der wissenschaftlichen Assistenten (Sprechstunden siehe 
Anschlag: ). Wichtige und'wertvolle Handbuecher sowie Einzelbaende von 
Samme]. vrerken (Enzyklopaedien etc. ) worden grundsaetzlioh nioht ausgeliehen. 
Aus der Ausleihbibliothek (AB) koennen Buecher fuor 114. Tage ausgeliehen 
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werden (Zeiten s. Anschl. ). Nach dieser Zeit ist eine Verlaengerunr moeglich, 
wenn die Buecher nicht von anderer Seite verlangt worden sind. 
Den ausgeliehenen Buechern wird ein vorgedruckter Zettel beigegeben, 
der als Ausweis bei der Seminaraufsicht dient und mit dem Buch zurucokgogoben 
werden muss. Ohne einen solchen Zettel darf kein Buch aus dem Seminar 
hinausgenommen werden. 
Buecher koennen, wenn noetig, von einem Arbeitsraum des Seminars in den 
anderen mitgenommen werden, sind jedoch selbstverstaendlich zurueokzubringon. 
Es ist darauf zu achten, dass die Buecher nach der Benutzung in don Arboits- 
raeumen wieder an ihren richtigen Platz in den Regalen gcstollt werden, 
In den Arbeitsraeum muss im Interesse aller voe11i 
.CoRuhe herrschen! Fuer Unterhaltungen steht der Gang ausserhalb der Arbeitsraoumen 
zur Verfuegung. 
Essen und Rauchen in den Arbeitsraeumen ist nicht Bestattet: 
Die Besucher des Seminars werden gebeten, die Buecher und Einrichtungs- 
gegenstaende mit grosster Sorgfalt zu behandeln: 
Maien und Garderobe sind in der Garderobe im Erdgeschoss abzugeben!. 
(Sprechzeiten des Geschaeftszimmers: Mo , Do 11-13., Di , Pr 15-17 Uhr 
[There follow two pages of practical suggestions for use of the library and 
its catalogue. ] 
Diese hinweise dienen nur der ersten Orientierdun in der Bibliothek. 
Fuer alle weiteren Fragen wird auf die Systematische Bibliotheksordnun3 und 
auf die Hilfskraef to verwiesen. 
t 
i 
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Appendix 5 
A STAFF CIRCULAR TO STUDENTS 
[Handwritten underlinings and marginalia are the student annotations added 
to the copy which had been placed on the Department's notice board. ] 
Berlin den 5. Juni 1969 
An die 
Studenten der Anglistik 
Trotz der durch Aushang am Schwarzen Brett (vom 2,5.1969) allen 
Studenten bekanntgegebenen Warnung sind Lehrveranstaltungen einiger 
Dozenten des Englischen Seminars erneut mehrfach gestoert worden. 
Im Einvernehmen mit dem Herrn Dekan der Philosophischen Fakultaot C. ý01>i 
stellen alle Professoren, Raete und Assistenten des Englischen Seminars 
daher saemtliche Lehrveranstaltungen fuer die Zeit vom 9. Juni bis 
einschliesslich 14. Juni ein. Sie sind nur unter der Bedingung zu 
einer Wiederaufnahme der Lehrveranstaltungen bereit, dass eine - ?' f / 3 z ueberzeu ende Mehrheit von Studenten des Englischen Seminars sich 4. 
deutlich von allen Diffamierungen des Lehrkoerpers und allen Stoerungon 
der Lehrveranstaltungen (siehe Anlage) durch ihre Unterschrift klar 
distanziert. Aus diesem Grund versendet das Englische Seminar an allo 
Mitglieder Formulare fuer diese Erklaerung. Wir bitten, diese mit der 
Unterschrift versehen bis zum Donnertag, dem 12.6., 17.00 Uhr dem 
Sekretariat des Seminars zuzustellen. Die Vertraulichkeit der Unter- 
schrift wird zugesichert. 
gez. Die Diroktoren, Root© 
und Assistenten dßs Englischen 
Sominars. 
bitte hier abtrennen - Freiumsohla ist bei efue t 
Hierdurch erklaere ich, dass ich mich von den Diffamierungen des 
Lehrkoerpers des Englischen Seminars der Freien Univorsitaot Berlin 
und den Stoerungen der Lehrveranstaltungen distanziere. 
Berlin .... Zuni 1969. ................ 
ýý j 
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ANLAGE ZU DEL! SCHREIBEN DER DIREKTOREN, RAETN UND 
ASSISTENTEN DES ENGLISCHII. 'IJ SEMINARS DER PU X. 5.6.2; 9 
Die folgenden Tatbestaende veranlassten uns zu unserer Aktion. Dor 
Senator fuer Wissenschaft und Kunst hat wie d. erholt, zuletzt in seinem 
Schreiben an den Dekan der Philosophischen Pakultaet vorn 4.12.1968, 
die Verantwortung des Dozentin fuer seine Lehrveranstaltungen nach- 
druecklich hervorgehoben: 
"Hiinsichtlich der Form und des Inhalts von Lehrveranstaltungen stelle 
ich fest, dass bei all_ er SY sehen fiver en. týný,. ýrforderý rhýn ýdi f Rnr chn 
der Studenten, wie sie auch in den vorliegenden Universitaetsgesetzent- 
wuerfen vorgesehen ist, letztlich der jeweilige Dozent fuer diese 
Veranstaltungen verantwortlich ist. Daher muss er auch die Alooglichkeit 
haben, eine endgueltige Entscheidung ueber den Ablauf von Seminaren, 
Uebungen und Vorlesungen verbindlich treffen zu koennen. Dazu gehoert 
ferner das Recht Jee Doz , 2, 
im Rahmen geltender Vorschriften ueber 
die Art und 'reise, vile die Teilnahme an der Lehrveranstaltung bestaatigt 
wird, zu bestimmen. " 
Einigen Dozenten des Englischen Seminars wird die Durchfuehrung der 
teýýýý 
Lehrveranstaltungen in diesem Sinne durch die Obstruktion einer Gruppe 
von Studenten unmoeglich gemacht. 
So setzten sich in mehreren Anfaengeruebungen aeltere Semester fest, 
die zum Teil bereits die Zwischenpruefung absolviert haben, und versuchten, 
die Diskussion an sich zu reisen und vom eigentlichen Thema abzulenken. 
Dadurch wird das Recht der jungen Semester auf angemessene Ausbildung_ 
erheblich beeintraechtigt. In anderen Faellen drangen Studenten in Seminare 
ein und versuchten, sich ueber die Teilnahmebedingungen hinwegzusetzen 
und ihren Kommilitonen ein nach einseitigen Gesichtspunkten ausgerichtetes 
Programm aufzuzwingen. 
In einem Proseminar ging man darauf aus, unverbindliche Diskussion an ýj`ý`ý ý`" 
die Stelle ernsthafter wissenschaftlicher Auseinandersetzung treten zu V 
lassen, und verweigerte unter fadenscheinigen Gru©nden die Anfertigung 
von Referaten. 
Man verschmaehte sogar das primitive Mittel der Laermbolaostigung nicht, 
um den Abbruch einer Veranstaltung zu erzwingen. 
Ausserdem worden Dozenten und Angestellte des Englischen Seminars staondig 
in studentischen Versammlungen und. Publikationen auf unzumutbare Weiso 
diffamiert. Teilweise bedient man sich dabei der Sprache der Gosse und 
schreckt selbst vor dreisten Entstollungen und plumpen Luegen nicht 
zurueck. CL 
-i 
ziN-4-r< 
ý, '" 
.ý4, -cß. 
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Appendix 6 
A PUBLIC STATEMENT BY FRESIfl EN 
ment place 
th June. 1 
i 
0ffener Brief 
Zu der Schliessung des ES, die uns willkuerlich erscheint, und zu dem vom 
Staff verschickten Brief vom 5.6.69 nimmt eine Gruppe von Erstsemestern 
wie folgt Stellung: 
Die Schliessung des ES bedeutet fuer uns betraechtliche Behinderung 
unserer "angemessenen" Ausbildung: Uns sind keine Stoerungen in den Uebungen 
der Erstsemester bekannt, die die Schliessung rechtfertigen koennten. Wir 
betrachten die Fragen aelterer Semester waehrend der Anfaengeruobungen als 
berechtigt, weil uns beispielsweise der Stellenwert der Anglistik nicht 
klar ist; diese Fragen jedoch zu einer laaerung beitragen. Wir sind der 
Meinung, dass die Unterschriftenaktion lediglich die Spaltung der Student- 
schaft zum Ziele hat und den Tatbestand der Noetigung erfuellt. 
Da die im Brief geschilderte Situation am Englischen Seminar unserer 
Meinung nach nicht den Tatsachen entspricht, verweigern wir unsere Unter- 
schrift und stellen uns gleichzeitig hinter die Resolution der W. 
Verteiler: 
Der Rektor 
Der Akademische Senat 
Der Dekan der Phil. Fakl. 
Professoren, Raete, Assistenten 
des Englischen Seminars 
Die Erstsemester des ES 
gez. Wolfgang Mueller 
Wolfgang Hering 
Cornelia Hellwig 
Christa Utoff 
Hartmut Kielmann 
Klaus-Harald Straub 
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Appendix 7 
AN OPEN LETTER FROM A FRESIBW 
TO TIE ACADEMIC STAFF 
0 
[Name and address of 
the studon' 
1; 
Berlin, den 8.6.1969 
An die 
Direktoren, Raete und Assistenten 
des Englischen Seminars der F. U. 
Ich habe gestern Ihr Schreiben vom 5.6.69 erhalten, in dem Sie mich 
auffordern, mich durch Unterschrift von den "Diffamierungen des Lohrkocrpors 
des Englischen Seminars und den Stoerungen der Lehrveranstaltungen" zu 
distanzieren, andernfalls Sie den abgebrochenen Lehrbetrieb vorerst nicht 
wiederaufnehmen werden. Ich bin Ihrer Aufforderung nicht nachgekommen und 
moechte meine Haltung hier erlaeutern, um lüssverstaendnissen vorzubeugen. 
Ich studiere im ersten Semester und fuehie mich daher besonders durch 
Ihre Darstellung der Stoerungen von Anfaengeruebungen angesprochen. Ich 
habe einen solchen Vorfall erlebt und empfand ihn nicht als "Stoerung" odor 
"Ablenkung vom eigentlichen Thema", denn ich halte es Euer unbedingt noetig, 
nach Sinn und. Nutzen einer obligatorischen Uebung Euer den spaotoren Beruf 
zu fragen, wie die von Ihnen als Stoerer bezeichneten Studenten das taten. 
Schliesslich studieren wir ja mit einem bestimmten Ziel, auf das der Studien- 
gang ausgerichtet sein muss. Und dieses Ziel heisst fuer mich nicht Ztvis- 
chenpruefung und Staatsexamen sondern Lehrer am Gymnasium. Die Pruefungen 
haben sich meiner Meinung nach dem eigentlichen Ziel des Studiums anzupassen, 
wenn sie sinnvoll sein sollen. 
In der Anlage druecken Sie Ihre Sorge aus um das Recht einer angemogeonen 
Ausbildung gerade der jungen Semester. Aber gerade von den "Stoerorn" vrird 
die Angemessenheit der jetzigen Ausbildung in bezug auf den Lehrerberuf 
angezweifelt. Wenn - wie diese das behaupten - die bestehende Ausbildung 
tatsaechlich unangemessen ist, dann wuerde also gar keine angemessene 
Ausbildung gestoert. Es waere daher notwendig, festzustellen, ob die jetzige 
Ausbildungsart angemessen ist. Ich habe zu diesem Thema aber bisher nur die 
sehr ueberzeugend wirkenden Argumente der "aelteren Semester" gehoort und. 
bedaure, dass noch nicht ein einziges Argument von Ihrer Seite gekommen ist, 
und Sie auch noch nie ueber die angeschnittenen Fragen mit den Studenten 
einschl. Erstsemester diskutiert haben. Somit kann ich mir kein vollstaondigos 
Bild davon machen, inwieweit Sie oder die aktiven Studenten im Recht sind. 
Deshalb kann ich auch noch nicht entscheiden, ob ich mich von den sog. 
Stoerungen distanziere oder nicht. Ausserdem moeohto ich es vermeiden, eine 
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Entscheidung unter Druck zu treffen, da erpressto Entsahaidungen selten die 
richtigen sind. Ich hoffe, dass der Lohrbotrieb wieder aufgenommen wird, 
da ich immerhin Studiendobuehren daf'uer entrichten mussto. Weiterhin ist 
es auch mein Z7unsch, dass sich die Beziehungen zwischen Ihnen und den 
Studenten bald wieder normalisieren moegen. 
P. S. Bitte betrachten Sie diesen Brief als einen offenen. 
r± 
"ý' i 
{ 
} 
ý 
'. 
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Appendix 8 
A PRIVATE, LETTER FRO !A STUDENT 
TO THE P SIDENT OF THE UNIVERSITY 
[Name and address 1 Berlin 31,. 16.10.1970 
of the student] 
An den Praesidenten 
der Freien Universitaet Berlin 
1 Berlin 33 
Ihnestr. 24 
Sehr geehrter Herr Kreibich! 
Ich bin seit dem Sommersemester 1967 Studentin der Anglistik an der 
PU. Der folgende Bericht will nicht als Bitte um Vorgoltung verstanden 
werden, sondern er hat lediglich informatorischen Charakter. 
Ich habe Ende des Sommersemesters 1970 an der sprachwissenschaftlichen 
Zvrischenpruei'ung am Englischen Seminar teilgenommen. Von Herrn'... , 
Assistent am B. S., wurde mir einige Wochen darauf mitgeteilt, dass ich die 
Pruefung mit 52 Punkten (50 Punkte ist Mindestvoraussotzung zum Bestehen) 
glatt bestanden haette. Herr ... machte mich jedoch darauf aufmerksam, dass 
dieses nicht das offizielle Ergebnis sei, versicherte mir aber gloichzeitig, 
dass ein von ihm errechnetes Ergebnis noch nie entscheidend voraondert 
wurde. Auf der offiziellen Ergebnisliste erschien mein Name nicht. Eine 
Rueoksprache mit Herrn to ergab folgendes Resultat: Herr Prof. ... hatte 
meine Klausur nochmals korrigiert und mir Euer meine Arbeit 39 Punkte 
zuerkannt, Herr .,. aeusserte sein Unverstaondnis ueber diesen Vorfall, da 
er nach wiederholter Einsicht in meine Klausur, bei seinem urspruenglioh 
errechnetem Ergebnis, 52 Punkte», blieb; auch im Vergleich zu don anderen 
Klausuren, sei die Bewertung meiner Klausur mit nur 39 Punkten nicht 
gerechtfertigt. 
Eine weitere Rueckspraohe mit Prof, .., ergab folgendes Bildt 
Herr Prof. ... begruesste mich sehr herzlich, ich zitiere: "Guten Tag. Sie 
sind mir aber sympathisch, eine nette junge Damo, aber ich kenne Sie wohl 
nicht, wollen Sie an meinem. Häuptseminar teilnehmen? " 
3 81 
Darauf begann ich, ohne meinen Namen zu nennen, meine Sorgen vorzutragen. 
Nachdem mir Prof. ... mehrmals versichert hatte, wie sympathisch ich ihm 
doch sei, fragte er nach meinem Namen. Nach Bekanntgabe meiner Tdentitaot 
sagte Prof. ... x ich zitiere: "Da koennen wir uns kuerzer fassen, Herr ... 
hat mich bereits unterrichtet. Da sehen Sie mal ganz deutlich die Misoro, 
wie das ist, wenn ein Pruefer seine Prueflinge nicht kennt; haotto ich Sie 
vorher gekannt waere es nicht soweit gekommen. Sie sind mir ja so sympathisch. " 
_ 
Als Erklaerung der Ergebnisveraenderung sagte Prof. ,.. ' ich zitiere: "olio 
ich sehe, hat Herr ... hier einen Rechenfehler gemacht, er hat Ihnen fuor V 
einige Fehler nur einen Minuspunkt gegeben, das haben wir frueher mal so 
gemacht, aber jetzt geben wir eben zwei dafuer. Ausserdem; eine Glanzleiotung l 
war es wohl nicht. Sie sind nun mal durchgefallen, das kann ich jetzt nicht 5 
" mehr aendern, Sie verstehen aber, wohn Sie zu mir ins Hauptseminar wollen, 
dann rate ich Ihnen, schreiben Sie morgen noch einmal mit, dann werde ich 
persoenlich Ihre Arbeit ganz schnell korrigieren. " 
Ich habe von diesem Angebot nicht Gebrauch gemacht. ae, 
Leider habe ich Ewer diese Unterredung keinen Zeugen. Ich hoffe aber, mit 
dieser Information zur Beurteilung der Lage am Englischen Seminar beigotraSon 
ä: 
zu haben. 
Mit freundlichen Gruessen 
P. S. Eine Abschrift dieses Briefes wurde an die ilerron Borrmann und 
Warnke gesandt. 
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Appendix q 
AN OFFICIAL COMPLAINT BY A FINALS GRADUATE ON THE 
CONDUCT AND MARKING OF THE FINALS EXAMINATION 
The following letter was receive& from one of the respondents in tho 
'Staatsexamen' graduate sample: 
An ... Juli habe ich das Staatsexamen mit der Gesamtnote "befriedigend" 
bestanden. Ausschlaggebend fuer die Note in Englisch und somit Euer die 
Gesamtnote war die Bewertung der Uebersetzungslclausur von Herrn Prof. X 
(J-). Nach den Worten von dem Vorsitzenden bei meiner muendliohen Englisch- 
pruefung lag hier "der Hase im Pfeffer" und ausserdem waere diese Note 
(also 3 und nicht 2) fuer mich ein guter Ansporn. Mein jetziger Doktorvater 
Prof. .., hatte meine Examensarbeit ueber ... mit 2(+), meine literarische 
Klausur mit *) und die muendlicho Pruefung mit 2 bewertet. 
Da ich mir mein schlechtes Abschneiden in der Uebersetzungsklausur nicht 
erklaeren konnte, suchte ich am ... Juni Herrn Dr. Y beim Wissenschaft- 
lichen Landespruefungsant auf, der fuer diese Klausur mitverantwortlich 
war. i». e von Herrn rroi. & argesir. i. an 
nicht erl-J. aer©n. Herr Prof. X hatte h 
Fehler markiert. Auf Herrn Dr. Y's Ra 
stunde von Herrn Prof. X, der mir jed 
er meine Klausur "leider" nur mit 4- 
doutsch-englische Uebersetzung schlec 
mich betonte er dann, dass "ausreiche 
Leistung sei. Ohne Vorlage meiner ! la 
heiten besprechen. Daraufhin bat ich 
hatte, meine Klausur vom Wissenschaft 
Er erklaerte jedoch, dass ihm nicht b 
ich mich schon darum kuemmern muosste 
Dr. Y schriftlich den Verlauf meines 
bat ihn, Herrn Prof. X meine Ueberset 
dann am ... Juni Herrn Prof. X 
in sei 
teilte mir sein Assistent Herr Dr. .. 
eingetroffen sei, und da Herr Prof. X 
vorzubereiten, waere es besser, erst 
Tag musste er jedoch krankheitshalber 
nen reruer xonntie er Jsa0Un zura -£ULJ. 
ieufig ohne Erlaeutorung nur rot die 
b ging ich am ... Juni in die Sprech- 
)Ch nur ganz allgemein sagte, dass 
)ewerten konnte, da vor allem meine 
it (4-5) war. Etwas ueberraschcnd fuor 
d" eine durchaus durchschnittliche 
sur koennte er mit mir keine Einzel- 
Lhn, wie Herr Dr. Y es mir empfohlen 
Lichen Landaspruefungsamt anzufordern. 
esonders daran gelegen sei und dass 
Am gleichen Tag teilte ich Herrn 
rospraeches mit Herrn Prof. X mit und 
ungsklausur zuzuschicken. Als ich 
er Sprechstunde aufsuchen wollte, 
mit, dass meine Klausur gerade erst 
noch keine : zeit gehabt hat, °sich', darauf 
Lm ... Juni vorzusprechen. An diesem 
seine Sprechstunde ausfallen lassen. 
Ich unterrichtete daraufhin seinen anderen Assistenten Herrn ... dass ich 
vom ... Juni bis ... Juli [zwei Wochen] nicht in Berlin sein werde, so dass 
ich erst am ... Juli meine Klausur mit Herrn Prof. X besprochen koonnto. 
Waehrend dieser Zeit verbesserte sich Harr Prof. I's Gesundheitszustand 
wieder. Ungluecklicherweise erkrankte er jedoch bald darauf erneut schwor, 
so dass ich ihn im Sommersemester nicht mehr erreichen konnte und auch Euer 
das Wissenschaftliche Pruefungsamt stand er erst Ende September zur Vorfuogung. 
in meinem Brief vom ... Juli teilte ich Herrn. Dr. Yrdio Gruende Euer meinen 
Einspruch mit. Die Antworten von ihm und von dem Praesidanten dos }Nissen- 
schaftlichen handespruefungsamt habe ich photokopiert boigolegt. 
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In dem Brief an Dr. Y begruendete ich meinen Einspruch folgendermasson: 
"Ich moechte Einspruch gegen die Beurteilung meiner Ueborsotzungsklausur 
erheben, die mit ! -(-) beurteilt wurde, da ich dar Meinung bin, dass diese 
Bewertung nicht gerechtfertigt ist. Ausserdem moeohte ich darauf hinweisen, 
dass die deutsch-englische Uebersetzungsklausuren im Staatsexamen bei Herrn 
Prof. X keinen objektiven Leistungstest darstellen. Herr Prof. X wachlt 
seine Texte seit Jahren teilweise aus dem deutsch-englisc1ien Uebersetzungsbuch 
von Ph. Schick, Bd. 1, welches sich in der Bibliothek das Englischen Seminars 
befindet und nach dem sich viele Studenten vorbereiten. Der Text ueber die 
englischen Kroenungen von 17. Friedmann (s. 1f. 2 ff. ) ist z. B. In den letzen 
Semestern, wie auch im Sommersemester 1970, wiederholt als Examenstext 
gegeben worden. Es werden auch Texte aus Mary Snells Buch, German Thous-, ht -, in English Idiom genommen. Diese Texte sind einem grossen Teil der Studenten 
bekannt. Teilweise werden jedoch auch "unbekannte" Texte gewaehlt, wie z. B. 
eine Passage aus den Buddenbrucks von Thomas Mann. Aufgrund der ungleichen 
Chancen bei den deutsch-englischen Uebersetzungen im Staatsexamen kann von 
einem objektiven Leistungstest nicht gesprochen werden. In diesem Semester 
wurde die Chancenungleichheit noch dadurch erhoeht, dass derselbe Text aus 
den Buddenbrucks mehreren Studenten im Examen an drei verschiedenen Terminen 
vorgelegt wurde. Die besonderen Schwierigkeiten dieser Uebersetzung sprachen 
sich natuerlich schnell herum. 
Aus zwei Gruenden moechte ich deshalb Einspruch gegen die Uebersotzungsk- 
lausur erheben: 
1) Die-Auswahl der Texte stellt in keiner Weise einen objektiven Leistung- 
stest dar, da der Zufall bzw. die Ungleichheit der Chancen (vgl. Art. 3, Abs. 
3 des Grundrechtes ueber die Gleichheit der Chancen) eine zu grosse Rolle 
spielt. Einem Teil der Prueflinge ist der deutsch-englische Uoborsetzungstext 
bekannt, dem anderen Teil unbekannt. 
2) Die Beurteilung meiner Uebersetzungsklausur, nicht nur der deutsch- 
. englische Uebersetzung, sondern auch der beiden anderen Teile dieser Klausur, 
ist fuer mich unverstaendlich. 
Ich bin der Meinung, dass ich ungerecht bewertet worden bin und moeehte 
deshalb um einen zweiten Pruefer, z. B. Herrn Prof. Z, bitten, der meine 
Klausuren erneut bewerten und sie mit den anderen Klausuren vergleichen 
moechte. 
Die schlechte Bewertung dieser Klausur war nicht nur Euer meine Zensur in 
Englisch (3), sondern auch fuer meine Gesamtnote (2+3+3=3) von aussohlaggo- 
bender Bedeutung. Meine Chancen, ein Doktorandenctipenäiuta bzw. ein Lektorat 
in den Vereinigten Staaten oder in Grossbritanien zu erhalten, sind dadurch 
betraechtlich vermindert worden. 
Ich waere Ihnen dankbar, wenn Sie die von mir geschilderten Gruonde in 
Erwaegung ziehen, meinen Einspruch akzeptieren und alles weitere in Bewegung 
setzen wuerden. " 
So endete meinen Brief an Herrn Dr. Y, den ich fast woortlioh wiedergegeben 
habe. 
In der Tat wirkte sich die ungerechtfertigte Benotung von Herrn. Prof. X 
auf meine nach dem Examen eingereichten Bewerbungen negativ aus, Sowohl mein 
Antrag auf ein 2-4 monatigos Kurzstipendium, -wie auch ein 1 jaehrigos Doktor- 
and. enstipendium waren erfolglos. Meine Chancen, ein Lektorat in Grossbritanion 
bzw. in den Vereinigten Staaten zu erhalten, waren so gut wie aussichtslos. 
Aus diesem Grunde entschloss ich mich fuer vorerst 2 Jahre nach Australien 
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zu gehen und bewarb mich an mehreren australischen Universitaeton in Sycinoy 
und Melbourne, wo ich jedoch ebenfalls Absagen erhielt, da sie keine Vakanzen 
mehr hatten. Ueber die australische Militaermission bewarb ich mich auch um 
eine Stelle an einer Schule in Sydney oder in Melbourne. 
Mein erfolgreicher Einspruch aendert meine Plaene wieder, 
The author of this research has taken measures to check the accuracy of 
this candidate's report. The account of the correspondence between the candi- 
date and the State Examination Board is accurate. That texts were sometimes 
chosen from the translation books of Philippine Schick, and that 'Staatsexamen' 
candidates knew of this beforehand, is correct. At least five of the 26 
respondents were set such texts. In one case, according to the Board's records, 
two candidates in the sample received the same text on different days. With 
the Philippine Schick texts, the examiner's correcting errors could sometimes 
be clearly explained by a rigid adherence to the English translation offered 
in the Schick textbooks, even where the candidate's sentence structure called 
for another rendering. 
There are, however, strokes missing in this picture. The candidate in fact 
received the following marks in his language 'Klausurf: 
German-English translation 4-5 
Early English-German translation 3 
Philology 1+- 
Recommenaed overall mark: 'Noch ausreichend' (4) 
The Board member reviewing the mark - before the candidate's protest - had 
apparently underlined the 'noch' 
(ausreichend), changed the overall mark to 
and added his initials, yet elsewhere the same professor had awarded. a 
verdict of 'noch' (gut etc. ), given a (2), and this had not been marked dorm 
with a minus. 
On the candidate's objecting, the 'Klausur' was eventually submitted to a 
second professor, who proposed the following marks: 
German-English translation J4. 
Early English-German translation 2_ 
Philology 
Recommended overall mark 3- 
The second professor's explanation of his marks to the Board contains tho 
following comments (the connecting passages were summarized in English at the 
time of the data collection): 
ý., 
i ., 
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The main difficulty of the German-English text was tho vocabulary: 
e. g. 'Hausdame', 'neue Jungfer' u. s. w. Diese "setzen, wenn sie 
richtig uebersetzt werden sollen, die Kenntnis das grossbuorgorlichon 
Haushalts in der zweiten Haelfte des 19. Jahrhunderts voraus. 
Angesichts dieser Schwierigkeiten scheint mir die Note Z (ausreichend) 
fuer die Uebersetzungsleistung des Kandidaten gerechtfertigt. " 
Der altenglische Text ist im ganzen gut uebersetzt. Zwar liegt ein 
Grammatikfehler vor, ansonsten aber nur einzelne Vokabelfehler ... 
Bei der Bewertung des sprachwissenschaftlichen Teils kann ich der 
missglueckten phonetischen Umschrift kein entscheidendes Gewicht geben, 
da es sich in der Hauptsache um tiioerter handelt, die in ihrer Aussprache 
Singularia darstellen und. auf keine Gesetzmaessigkeiten zurueekzufuehren 
sind. 
It should be noted that the candidate's phonetic transcription, with the 
" -first examiner's marking, read, for 'invalid' lin1woolid's and for 'Southwark' 
'sAzak'. Both the mistakes are ones which reflect pronunciation errors which 
could be expected from a German student who had not been taught enough spoken 
English., nor taught enough in English. 
Meanwhile, in late July 1970, the Board wrote to the candidate, informing him 
they had submitted the candidate's paper to a professor, whom they named, for 
a second opinion. They added, 'Ihre uebrigen Beanstandungen haben uns zu 
einer eingehenden Ueberpruefung veranlasst. ' 
In late October 19701, the candidate received a letter from the Board stating 
the following: 
Heute kann ich Ihnen mitteilen, dass Ihre Klausur Altenglisohfdeutsch 
auf kngpp gut (2-) festgesetzt wurde. Der Pruefungsaussohuss im Fache 
Englisch hat daraufhin die Fachnote in diesem Fach ebenfalls auf gut t- (2-) abgeaendert, und zwar auch mit Rueeksicht auf Ihre Hausarbeit 
und auf den literarwissenschaftlichen Teil der muondliohon Pruefung. 
Unter diesen Umstaenden kann ich Ihnen fuer the Erato (V'issonschaftlicho) 
Staatspruefung fuer das Amt des Studienrats das Gosamturteil "gut 
bestanden" zuerkennen. ... 
There was no mention of the fact that the . second, professor had proposed a 
higher mark for each of the other two parts of the. candidate's languado IY3ausur1. 
',, 
.. o_. ýýý,. .. 
ý. 
rýý, ýý_ý` 
ý. , 
s: 'ý 
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Appendix 10 
A CASE STUDY OF A FINALS CANDIDATE'S 
EXAMINATION SCRIPT 
Of the questions set her in the literature 'Klausur', one candidate from the 
'Staatsexamen' sample chose to answer a question requiring her to interpret 
the last four paragraphs of John Braine's Room at the Top. The candidate had 
the passage in the exam room. 
Her answer extended over 52 pages; accompanying it were 6 pages of draft copy. 
{ 
In her first paragraph, the candidate set the passage in context, commenting 
that the main protagonist is also the narrator of the novel. "This passage 
indicates that it is part of a novel which may be called a fictitious auto- 
biography. Everything is seen from his point of view. " is the main statement 
of this opening paragraph. 
The second paragraph announces: "Before entering into a detailed analysis of 
what is going on in the passage to be interpreted, it is necessary to mention 
some of what has gone on before Joe Lambton is picked up drunk by Eva and 
Bob. " There follow three pages of summarized content, quotation from the 
passage set and a paraphrase of it. There is a more modicum of interpretation. 
The meaning of Alice's name in Hebrew, the candidate writes, is 'truth'. She 
goes on to include (without quotation marks): "Joe goes on crying as if tears 
would blur the sight of Alice crawling round Corby Road on her hands and knees, " 
The candidate provides suggestions as to what else Joe visualizes as having 
occurred at the scene, offering no substantiation of her claims. "Ho oven 
believes to perceive" she continues, without a single quotation marks "her 
first shrill screams and her last delirious moans, " She then quotes again with- 
out quotation marks. Virtually the only interpretative remark the oandidat© 
makes is that Joe's perception of the world iss at this moment, chaotic. 
After four pages the candidate then starts summarizing the plot of the whole 
novel, which she does foss another page. In her summary, though, she does allow 
room for the comment, "His love to an unhappily married woman, Alice Aisgi11, 
which develops almost against his will during the time of his courting Suzan, 
-,. ý. ý 
387 
develops his human individuality to a fuller humanity, whore social, state 
and the belonging to one social class arc of no significance. Their relationship 
frees him from the narrowness and proletarian restriction. " Thore is no 
examiner's correction to the whole of this passage, save for an undulating 
line under the word 'state'. The end of the novel is a "catastrophe for all 
persons involved. " "His fate, the spiritual death described at the end of the 
novel affects the reader the more so, as he sees the hero as an exuberant 
person" - no substantiation is offered. Her final sentence is: 'His love for 
wealth and comfort' "leads him to accept Susan as his future wife; it also 
leads him to ending the relationship with Alice and consequently to his feeling 
of guilt. 11 
There has been not one reference to post-war Britain; not one reference to 
the post-war British novel, or literature of the 1950's and 1960's; not one 
reference to Braine (did the candidate know the authorship? ); not one reference 
to other works by the same author; not one reference to secondary literature; 
not one reference to the use of language - let alone to imagery or a figure 
of speech; not one reference in detail to an earlier passage in the book. 
The examining professor assessed the candidate's answer as satisfactory (3). 
His remarks: "Verf. zeigt sich quellenmaessig gut unterrichtet; ihrer Kunst 
des Interpretierens sind freilich deutliche Grenzen gesetzt. " 
Another candidate's answer in the literature Klausur, marked by another profes- 
sor, was, in the research worker's opinion - for what it is worth - far superior 
to that described above, in the knowledge displayed, the greater logical 
complexity and the command of language shown. It, however, received a lower 
mark (3-). The subject was 'Humour and wit in Restoration Comedy'. In this 
case, the examiner's assessment was: "Recht gute Beispiele fuer "wit"; "humour" 
dagegen kommt zu kurz. Englisch passabo); mit einigen Schnitzern. " 
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Appendix 11 
EXTRACTS FROM THE 'STAATSEXAMEN' REGULATIONS1 
Die Fachpruefung 
In der Fachpruefung soll festgestellt werden, ob die Fachkenntnisse des 
Bewerbers ihn zu einem wissenschaftlich einr: antifreien Unterricht in allen 
Klassen der Oberschule Wissenschaftlichen Zweiges befaehigen. 
(para. 9,1, p. 319) 
060 
Die Fachpruefung soll in dem kuerzesten Zeitraum durchgefuehrt tirerden, 
den der Geschaeftsgang des Pruefun&samtes zulaesst. 
(para. llf, 2, p" 321) 
0*6 
Die Hausarbeit soll dartun, dass der Pruefling in dem gewaehlten Fach mit 
der wissenchaftiichen Arbeitsweise vertraut und zu selbstaendigem Urteil 
faehig ist. 
para. 15, ]., p. 321). 
.. " 
Die Hausarbeit ist binnen vier Monaten zu fertigen. Die Aufgabe wird dem 
Pruefling durch das Pruefungsamt zugestellt, Ist dem Pruefling die Aufgabe 
vorzeitig bekannt geworden, so kann ihm die Anfertigung einer neuen Arbeit 
auferlegt werden. 
Para. . 5,5, P. 322) 
*00 
Am Schluss der Hausarbeit hat der Pruefling zu versichern, dass er sie 
selbstaendig verfasst und keine anderen Hilfsmittel als die angegebenen 
benutzt hat. Diese Versicherung ist auch fuor beigefuegto Zeichnungen, 
hrtenskizzen, bildliche Darstellungen usw. abzugeben. 
Erweist sich die Versicherung als unwahr, so ist die Fachpruefung fuer nicht 
bestanden zu erklaeren. Das gilt auch, wenn die Unwahrheit erst nach Pruefun; - 
sabsehiuss festgestellt wird. Das Zeugnis (para. 21) ist einzuziehen. Ueber 
die-Wiederholung der Faehpruefun; (para. 19 Abs. 5) entscheidet der Senator 
Euer Volksbildung. 
(para. 15,8-9, p. 322) 
1 .. 
., 
das Amt des Studienrats, Berlin, 1959. The text here quoted is that 
published in the Studienfuehrer, F. U., Berlin, 1962/3, Third Edition, 
pp. 317-338. 
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In der rauendlichen Pruefung soll neben dem Vorhandensein sicherer Kenntnisso 
vor allem das wissenschaftliche Koennen des Prueflings festgestellt werden. 
... Auch im weiteren Pruefungsdespraech soll 
der Pruefling reichlich Goloden- 
heit erhalten, zu zeigen, ob er eine dem Gegenstand angemessene Ausdruecks- 
faehigheit besitzt. Die Pruefuna in einer neueren Fremdsprache Ist In dieser 
Sprache zu fuehren, soweit es nicht des Gegenstandes wegen zweckdienlicher 
erscheint, deutsch zu sprechen. 
(para. 1892,, p. 323) 
e0* 
Der Vorsitzende leitet die Pruefung. Er kann veranlassen, dass bestimmte 
Gebiete beruecksichtigt werden und selbst Fragen stellen. 
(para. 18,5, p. 323) 
**0 
Anforderungen in den Pruefungsfaechern. 
'Durch die Wissenschaftliche Pruefung soll ermittelt werden, ob der Pruefling 
wissenschaftlich befaehigt ist, in seiner Faechergruppe Unterricht in allen 
Klassen der Oberschule Wissenschaftlichen Zweiges zu erteilen. Dementsproch- 
enend sind die Anforderungen so gehalten, dass der Pruefling in allen von 
ihm gewaehiten Faeehern ueber die blosse Stoffbeherrschung hinaus die 
Faehigkeit zu wissenschaftlichem Denken und Urteilen nachzuweisen hat. 
Para. 23,1, P. 324) 
*00 
Englisch 
Vertrautheit mit den Ergebnissen der Phonetik und Intonationslehro sowie 
eigene richtige, zur festen Gewohnheit gewordene Aussprache und Intonation; 
Sicherheit in der neuenglischen Grammatik, Vertrautheit mit Wortschatz, 
Satzbau und Ausdrucksweise der modernen Schrift und Umgangssprache, sowie 
eine fuer alle Unterrichtszweoke ausreichende Gewandtheit im muendliehen 
und schriftlichen Gebrauch der Sprache, Grundkenntnisse uober den Sprachstand 
des amerikanischen in seinen Unterschieden zum britischen Englisch; ... 
(para. 28,1,1-2, p. 328) 
909 
Bekanntschaft mit den wichtigsten Tatsachen der Landeskunde, der Geschichte 
(unter besonderer Betonung der Geistesgeschichte), der Verfassung und der 
oeffentlichen Einrichtungen Englands und der Vereinigten Staaten von Nord- 
amerika sowie Bekanntschaft mit den wichtigsten Auspraegungen der englischen 
Philosophie. 
(para. 28,1.5, p. 328) 
; so 
Als Aufsichtsarbeiten sind zu fertigen. - 
o., eine freie Abhandlung in englischer Sprache uober ein Thema aua der 
neueren Literatur oder dem Kulturleben des englischen Volkes. 
(para. 28,3.2, p. 328) 
nQý 
000 
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Die A11Lemeine Pruefunr. (Philosophcum) 
In der Allgemeinen Pruefung soll festgestellt werden, ob der Pruefling sich 
waehrend seines Studiums mit dem Wesen, den Bedingungen und den Moeglich- 
keiten seiner kuenftigen Erziehertaetigkeit vertraut gemacht hat, Dazu 
gehoert, dass er zu einem vertieften Verstaendnis der geistesgesohichtlichon 
und gesellschaftlichen Situation seiner Zeit vorgedrungen ist. Das hat sich 
darin zu erweisen, dass er zu einem klaren Einblick in die Zusammenhaenge 
zwischen seinen Studienfaechorn, seinem beruflichen Auftrag, den Problemen 
der Paedagogik und Philosophie und seinen politischen Aufgaben innerhalb 
. des Berufs und der Gesellschaft gewonnen hat. 
Der Bedeutung der politischen Aufgabe des Lehrers entsprechend soll in der 
Allgemeinen Pruefung das Politische als durchgehendes Prinzip zur Geltung 
gelangen, Der Pruefling soll deshalb in allen Teilen der Pruefung Gelegen- 
heit haben nachzuweisen, dass er sich durch Studium und Lebenserfahrung 
Verstaend. his fuer die bestimmenden Kraefte des Gegenwartsgeschehens und die 
Formen und Funktionen des sozialen Lebens erworben hat. 
In Gebiet der Erziehungswissenschaft soll der Pruefling ueber die bildende 
und erziehende Funktion seiner Fachgebiete klare Auskunft geben koennen. 
Darueber hinaus soll er mit den Grundlagen des gegenwaertigen Bildungswesens 
und den psychologischen, biologischen und soziologischen Voraussetzungen der 
unterrichtlichen und erzieherischen Taetigkeit vertraut sein. 
Auf Philosophischem Gebiet soll der Pruefling nachweisen, dass er sich von 
seinen Faechern aus einen Einblick in die Philosophie verschafft und einige fuer das Verstaendnis seiner Fachgebiete besonders wichtige philosophische Werke studiert hat. Er muss imstande sein, ueber philosophische und weltanschau- liche Fragen in klarer und durchdachter Weise Auskunft zu geben und zu ihnen Stellung zu nehmen. 
(para. 4#1-4, P"318) 
(Source as in Appendix 11l p. 318) 
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